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ABSTRACT
Researchers and practitioners are increasingly interested in positive youth development (PYD),
an approach that emphasizes the competencies, strengths, and responsibilities of youth from all
backgrounds. This paradigm may be especially useful in research with international youth given
the paucity of research on international populations and the stigma surrounding research that
focuses on deficits and problem behaviors. I explore youth’s developmental strengths using one
PYD measure, the Developmental Assets Profile (DAP), within a diverse, national sample of
Tanzanian youth. The DAP Total score, Internal and External Assets, and Context Areas all
displayed acceptable internal consistencies (.94 ≥ α ≥ .74). Internal consistencies for the Asset
Categories were more variable (.78 ≥ α ≥ .47). DAP scales correlated significantly and positively
with other measures of PYD, supporting the convergent validity of these scales. Scores clustered
primarily at the high end of the possible range of DAP scores, with most scores falling in the
“good” or “excellent” range. Several contextual and demographic factors affected DAP scores,
with the most consistent effect being that vulnerable youth scored lower than non-vulnerable
youth. Results from qualitative data indicated that the developmental assets framework was
relevant to Tanzanian youth. Qualitative data revealed that additional factors, such as the
provision of social services, occupational development, environmental protection, and traditional
beliefs and behaviors are also important to consider. Although the DAP showed promising
psychometric properties, cultural modification may be necessary. Context affects PYD as
measured by the DAP, but more in-depth, mixed-method, and experimental studies are needed.
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I. INTRODUCTION
Researchers and practitioners are increasingly interested in positive youth development
(PYD), an approach that emphasizes the competencies, strengths, and responsibilities of youth
from all backgrounds (Catalano, Berglund, Ryan, Lonczak, & Hawkins, 2004; Damon, 2004;
Larson, 2000; Roth, Brooks-Gunn, Murray, & Foster, 1998). PYD programs and research focus
on a wide range of positive constructs (see Catalano et al., 2004), including self-efficacy, civic
engagement, sense of community, and ethnic identity. Although there are a variety of approaches
to conceptualizing PYD, all approaches recognize the pivotal role of context, especially cultural
context. One of the most thorough, empirically supported, and practically applicable systems for
understanding PYD is the Search Institute’s “developmental asset framework” (Benson et al.,
1998).
This paradigm may be especially useful in research with international youth given the
paucity of research on international populations and the stigma surrounding deficits and problem
behaviors in many cultures. Researchers may be especially interested in examining
developmental assets in areas such as East Africa (Tanzania, Uganda, Kenya, Rwanda, and
Burundi) where youth comprise a large proportion of the population and will likely determine the
success of the region for years to come (State of East Africa, 2012). In Tanzania, a range of
strengths (natural resources, ethnic harmony, progress towards national development goals) and
areas of difficulty (poverty, disease, environmental issues, poor education quality, gender
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specific issues) coalesce to form a developmental context representing both opportunities and
challenges for Tanzanian youth.
In this study I explored Tanzanian youths’ developmental assets using a recent Swahili
translation of the Developmental Assets Profile (DAP), within a diverse, national sample. The
DAP was evaluated for its internal consistency and convergent validity with other measures of
PYD: the General Self-Efficacy Scale (GSE; Schwarzer & Jerusalem, 1995), Community
Participation Index (CPI; Torney-Purta, Lehmann, Oswald, & Schultz, 2001), Brief Sense of
Community Scale (BSCS; Peterson, Speer, & McMillan, 2008), and the Multigroup Ethnic
Identity Measure-Revised (MEIM-R; Phinney & Ong, 2007). Specific hypotheses involving
relations between DAP scales and PYD constructs were evaluated through a series of multiple
regressions. The distribution of DAP scores across the interpretive ranges suggested by the
Search Institute (2005) were investigated using χ2 analyses.
I examined the DAP interpretative framework to assess its relevance to Tanzanian youth
and the explored effects of various contextual and demographic factors on DAP profiles.
Through a series of analyses of variance (ANOVAs), contextual factors (sample classification,
socioeconomic status, community size, community engagement, and school attendance) and
personal factors (gender and age) were examined in relation to the developmental assets
framework.
I used qualitative methods to supplement quantitative scores and give voice to local
Tanzanians. Youth from diverse settings (e.g., schools, ethnic communities, street children)
worked in groups to identify assets that are necessary for healthy development in their contexts.
Youth identified assets were analyzed for content to see how these assets map onto the asset
categories identified by the Search Institute (2005) for the DAP.
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The psychometric viability, contextual variation, and cultural fit of the DAP are discussed
in light of the study’s findings. Despite the substantial potential implications of this study,
limitations include a cross-sectional design, lack of experimental manipulation, non-random
selection, exclusion of “negative” measures, and cultural biases of external researchers. Strengths
of the study include application of the developmental assets framework to an understudied
population, mixed-methodology, and a diverse national sample that included vulnerable youth.
Future research should examine various influences on PYD from cultural and cross-cultural
psychology perspectives, as well as using the DAP in the evaluation and implementation of
interventions to improve youth’s lives. Overall, these results illustrate a complex picture of PYD
and point to new directions for the DAP, PYD theory, and understandings of Tanzanian youth.
Positive Youth Development
Positive youth development (PYD) is an approach to research and practice that focuses
on promoting appropriate behavioral, cognitive, and emotional competencies in children and
adolescents (Catalano et al., 2004; Larson, 2000; Roth et al., 1998). PYD philosophy asserts that
youth research and programs should include the encouragement of youths’ strengths and
engagement within society (Catalano et al., 2004; Pittman, Irby, Tolman, Yohalem, & Ferber,
2003; Roth et al., 1998). Indeed, “the positive youth development perspective emphasizes the
manifest potentialities rather than the supposed incapacities of young people—including young
people from the most disadvantaged backgrounds and those with the most troubled histories,”
(Damon, 2004, p. 15).
In this way, PYD provides a contrast to the problem-focused and preventative approaches
from the mental and public health paradigms that became prevalent in the youth development
field in the 1970s and 1980s (Damon, 2004, Pittman et al., 2003). Although PYD research and
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programs do not specifically focus on unwanted behavior, the competencies and engagement
facilitated by this approach can serve as a buffer against problem behaviors (Catalano et al.,
2004). Indeed, Larson (2000) points out that youth’s lack of engagement, rather than specific
stressors, can explain many problems in contemporary society. Moreover, when problems do
exist it is essential to continue to provide opportunities for positive growth, rather than solely
utilizing problem-focused approaches (Pittman et al., 2003). By broadening the goals of the
psychological science of youth to include youth’s assets in addition to their deficits, PYD allows
for an understanding of the full potential of youth to succeed in diverse contexts, promotes
strengths that can reduce a wide range of problem-behaviors, and counters the negative societal
image of youth as a problem to be solved (Catalano et al., 2004; Damon, 2004; Pittman, Irby, &
Ferber, 2000). Given these strengths, PYD’s focus on positive growth and engagement has
continued to gain interest in the field over the past 20 years (Pittman et al., 2003).
Theoretical approaches to PYD.
The growing interest in PYD and its related constructs has led to a plethora of approaches
to studying and understanding PYD, without one theoretical position dominating the field (Lopez
& McKnight, 2002). Currently, individual theories of PYD vary widely. For example, Larson
(2000) recommends the development of PYD as a parallel field to that of developmental
psychopathology, which would study PYD across multiple contexts. Additionally, Larson (2006,
2011) places a special emphasis on youth as active agents within their development.
Alternatively, Catalano & Hawkins (2002) propose an overarching social development model
(SDM; Catalano & Hawkins, 1996) that incorporates both PYD and problem behavior
development by examining youths’ social interactions with families, peers, schools, and
communities. Another example is found in Lopez and McKnight (2002) who propose that
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“hope” and “joy” are key pathways to PYD. Another approach to PYD, offered by Lerner,
Fisher, and Weinberg (2000), suggests that PYD be studied within the context of applied
developmental science (ADS), an approach driven less by basic psychological theory than by the
application of principles that have been shown to be useful within certain contexts. Lerner and
colleagues (2005, 2013) have also focused on relations between individual and contexts from a
relational developmental systems perspective. Others have focused more on citizenship
development as the key aspect of positive youth development (Sherrod, Flanagan, & Youniss,
2002) and propose combining the PYD approach with the liberation psychology tradition to
forge a paradigm that strives for social justice, as well as positive development (Watts &
Flanagan, 2006). These PYD paradigms are not mutually exclusive, but rather represent different
points of emphasis and each perspective has led to important empirical discoveries concerning
various aspects of PYD (see Lerner et al., 2013 for a review of these approaches).
Across these theoretical approaches, the influence of context remains a central concern of
PYD approaches (Benson, 2002; Benson, Leffert, Scales, and Blyth, 1998; Geldhof, Bowers, &
Lerner, 2013; Lerner et al., 2013; Lerner & Castellino, 2002). As Lerner and colleagues note,
“while there is some substantial variation in the focus of different concepts of the PYD process,
all models […] highlight the adaptive individual ←→ context relations that constitute the basic,
relational process of development,” (pp. 378-379).
Culture is central to understandings of context in PYD. Culture refers to “a symbolic and
behavioral inheritance received from out of the historical/ancestral past that provides a
community with a framework for other-directed vicarious learning and for collective
deliberations about what is true, beautiful, good, and normal” (Shweder et al., 2006, p.719).
Culture exists as an overarching influence in which all interactions between contexts and
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individuals that lead to PYD are embedded (Lerner & Castellino, 2002). Cultural themes at the
community level concerning the connectedness of families to communities, civic engagement,
sources of caring, consistency of socialization, and the societal position of youth can support or
inhibit PYD (Benson et al., 1998). Decontextualized theories and studies of youth development
that attempt to study “basic” processes of development while ignoring culture and context are not
sufficient to build a complete and useful science of PYD (Lerner & Castellino, 2002). Therefore,
studies of diverse cultures in diverse societies around the world contribute to both the basic and
applied science of PYD.
Selected PYD constructs.
In addition to the concepts of context and culture, a wide range of constructs have been
incorporated within the PYD approach. For example, Catalano et al. (2004) noted 15 constructs
relevant to PYD research and programming, including self-efficacy, prosocial involvement in the
community, and clear and positive identity development (including ethnic identity). Below, I will
briefly review the PYD constructs included in the current study and their relevance to PYD.
General self-efficacy.
The concept of self-efficacy was originally developed by Bandura (1977) as part of his
social learning theory. General self-efficacy refers to an individual’s belief in his or her ability to
manage new situations based on past life experiences (Sherer et al., 1982). Although there are
more specific forms of self-efficacy (e.g., coping self efficacy; Bandura, 1986), general selfefficacy may be more stable because it is a broad concept developed through a plethora of life
experiences (Smith, Kass, Rotunda, & Schneider, 2006). Research on general self-efficacy with
international samples demonstrates that general self-efficacy correlates positively with
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psychological health and PYD, and negatively with psychopathology (Drescher, Chin, Johnson,
& Johnson-Pynn, 2012; Luszczynska, Scholz, & Schwarzer, 2005).
Research from PYD perspectives incorporates self-efficacy as an aspect of
empowerment, which is essential for thriving during adolescence (Scales, Benson, &
Roehlkepartain, 2011). PYD programs may seek to increase self-efficacy by empowering
participants in adult- and youth-led activities (Lakin & Mahoney, 2006; Johnson-Pynn &
Johnson, 2010; Tsang & Hui, 2006). For example, Johnson-Pynn and Johnson found that selfefficacy was related to PYD program involvement in East African youth. Further researcher
examining self-efficacy from a PYD perspective in diverse cultural contexts is needed (Tsang,
Hui, & Law, 2012).
Community and civic engagement.
Civic engagement has been noted as an essential process of PYD (Lerner, Brentano,
Dowling, & Anderson, 2002). Civic engagement has been defined variously as a very narrow
band of behaviors (e.g., voting behaviors) and, conversely, a wide range of constructs including
various forms of group membership, civic attitudes, and political behaviors (Sherrod, Flanagan,
& Youniss, 2002). Sherrod and colleagues stress that:
To understand civic engagement globally, it becomes even more critical that we adopt
this broadened view. This does not mean that our final target cannot be some form of
connection to, involvement with the nation state—or political—but developmentally,
cross nationally, and in regard to diversity, we have to adopt the broader view. (p. 265)
Additionally, this broad view of what community and civic engagement entail should include
actions for social justice that may run contrary to existing social or political institutions (Watts &
Flanagan, 2007).
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The development of civic engagement internationally has long been of interest to
researchers (e.g., Oppenheim, 1978). International PYD researchers expect that youth reared in
healthy and caring families and communities will develop the capacity and motivation to
contribute to society through various forms of community and civic engagement (Lerner,
Dowling, & Anderson, 2003). However, especially in developing countries, dynamic economic
circumstances may decrease opportunities to learn and enact engagement (Tomasik, Pavlova,
Lechner, Blumentahl, & Körner, 2012). Income, parental education, and educational attainment,
which affect civic development in the U.S. (Flanagan & Levine, 2010; Foster-Bey, 2008;
Levinson, 2007), vary widely across international borders. Additionally, within U.S. samples,
cultural factors, such as ethnicity, immigrant status, and social norms, are related to civic
engagement (Bogard & Sherrod, 2008; Foster-Bey, 2008; Levinson, 2007; Sánchez-Jankowski,
2002; Zaff, Malanchuk, & Eccles, 2008). Thus, as Torney-Purta (2002) notes, “preparation for
citizenship is a multi-faceted and complex process embedded in the cultural and educational
systems” of a given nation (p. 140). Indeed international studies have shown that civic
engagement varies across diverse international contexts (Flanagan, Bowes, Jonsson, Csapo, &
Sheblanova, 1998; Torney-Purta, 2009; Torney-Purta & Barber, 2011).
Sense of community.
Sense of community refers to “a feeling that members have of belonging, a feeling that
members matter to one another and to the group, and a shared faith that members’ needs will be
me through their commitment to be together,” (McMillan & Chavis, 1986, p. 9). In Western
youth samples, sense of community is positively correlated with subjective well-being (Chiessi,
Cicognani, & Sonn, 2010; Pretty, Conroy, Dugay, Fowler, & Williams, 1996). Sense of
community is an important element to consider when planning and implementing prevention and
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PYD programs for youth (Kegler & Wyatt, 2003; Lakin & Mahoney, 2006; Pretty et al., 1996).
However, further research examining sense of community from a developmental perspective is
needed (Pretty et al., 1996). Additionally, in contexts such as Tanzania where sense of self has
historically been tied to geographic region, sense of community may be an important aspect of
identity development (Johnson et al., 2012).
Ethnic identity.
Tajfel (1981) defines ethnic identity as a person’s self-concept concerning his or her
membership in a social group(s) and the value and emotional significance of that membership.
Ethnic identity is a multifaceted concept including a sense of belonging to an ethnic group
(referred to variously as “commitment,” “attachment,” and “affirmation”) and exploration of or
search for one’s ethnicity (Phinney & Ong, 2007). Ethnic (and racial) identity, especially the
commitment factor, is associated with a range of positive outcomes in U.S minority youth and is
central to an understanding of PYD for these populations (Neblett, Rivas-Drake, & UmañaTaylor, 2012; Taylor et al., 2003). Ethnic identity commitment appears to be a contextually
relevant concept for East African youth, although ethnic identity exploration may be less
salient/useful (Johnson et al., 2012). The constructs of self-efficacy, civic engagement, sense of
community, and ethnic identity can be incorporated into the various theoretical approaches to
PYD.
Connecting PYD concepts.
Although context, culture, and many other constructs are important connecting concepts
among PYD theories, greater clarity is needed in theory, practice, and research concerning PYD
(King et al, 2005). Recent attempts have been made to synthesize these diverse perspectives at
the meta-theoretical level (Brink & Wissing, 2012). Further empirical studies may also help add
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clarity to the varied approaches to conceptualizing PYD (King et al., 2005). Among these
multiple approaches, one of the most extensive, well-researched, and useful systems for
understanding PYD is the “developmental asset framework” (Benson et al., 1998).
The developmental assets framework.
Over the past several decades, with leadership from Peter Benson and Peter Scales, the
Search Institute has pioneered the developmental assets framework (Benson, 1990; Benson et al.,
1998; Scales, 1999; Scales, Benson, Leffert, & Blyth, 2000). The developmental assets
framework encompasses core developmental processes that are empirically related to the
prevention of risk behaviors, thriving outcomes, and resiliency (Benson et al., 1998). Assets were
additionally chosen to represent concepts that have predictive validity across sex, race/ethnicity,
and socioeconomic status within the U.S. (Benson et al., 1998). Based on analysis of data from
over one quarter million students, expert consultation, and review of the existing literature on
youth development, prevention, protective factors, and resiliency, the Search Institute selected 40
developmental assets to represent the core of the developmental assets framework (see Tables 1
and 2).
According to the framework, assets can be broadly split into external and internal
categories. External assets represent aspects of the environment that promote PYD, while
internal assets represent competencies, skills, and self-perceptions that are engendered
throughout complex developmental processes (Benson et al., 1998). Additionally, the assets can
be further parsed into four external (support, empowerment, boundaries & expectations, and
constructive use of time) and four internal (commitment to learning, positive values, social
competencies, and positive identity) asset categories (Benson et al., 1998). These categories were

10

conceptually derived and are partially supported by factor analyses of measures of
developmental assets (Furrow & Wagener, 1998 as cited in Leffert et al., 1998; Scales, 2011).
Each external asset category represents a specific conceptual area of the environment that
supports PYD (Benson, 2002). The support asset category represents affirmation and acceptance
across multiple settings (Benson, 2002). The empowerment asset category includes factors that
prompt youth to become active and valued participants within a community (Benson, 2002). The
presence of positive role models and consistent messages across settings are captured in the
boundaries & expectations asset category (Benson, 2002). Finally, the constructive use of time
asset category is related to the availability of multiple opportunities to engage in positive
activities (Benson, 2002).
In contrast to the external assets, the internal asset categories represent evolving
developmental processes within an individual such as commitments, values, and competencies
(Benson, 2002). The commitment to learning asset category encompasses beliefs, values, and
skills related to academic success (Benson, 2002). The positive value assets reflect prosocial
values and “personal character” (Benson, 2002). Benson suggests that this asset category
represent “significant public consensus on values, with some evidence that they approximate a
universal core of values within an advanced technological society,” (p. 129). The social
competency asset category is comprised of skills needed to competently engage the choices,
challenges, and opportunities encountered by modern youth (Benson, 2002). Positive identity
includes assets related to a youth’s beliefs concerning his or her future, purpose, worth, and
power (Benson, 2002).
In addition to the asset categories, the developmental assets framework can be used to
organize assets into the context areas of personal, social, family, school, and community. The
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personal context area is composed of individual characteristics, such as honesty, responsibility,
and integrity (Search Institute, 2005). The social context area assets reflect positive relationships
with adults and peers (Search Institute, 2005). Assets related to home and family (e.g.,
supportive family, positive parent-youth communication) are captured in the family context area
(Search Institute, 2005). The school context area represents the school environment, youthteacher relationships, and the youth’s attitude toward education (Search Institute, 2005). Finally,
community support, empowerment, and positive use of time in the community comprise the
community context area (Search Institute, 2005).
Relations to negative and positive variables.
Research using the developmental assets framework has found that the assets have a great
deal of theoretical and practical utility. In U.S. youth, the assets are negatively related to a broad
range of risk/maladaptive behaviors including substance use/abuse, suicidality, depressive
behaviors, antisocial behaviors, violence, school problems, sexual risk behaviors, and gambling
(Benson et al., 1998; Carvalho, 2007; Price, Dake, & Kucharewski, 2001; Reininger et al., 2005;
Scales et al., 2005). Conversely, the assets are positively associated with indicators of thriving
and positive outcomes such as life satisfaction (Valois, Zullig, Huebner, & Drane, 2009), grade
point average (GPA; Scales, Benson, Roehlkepartain, Sesma, & van Dulmen, 2006), emotional
resilience (Jain, Buka, Subramanian, & Molnar, 2012), resisting danger, valuing diversity,
physical health, leadership, delay of gratification, helping others, overcoming adversity, active
coping, and school success (Benson et al., 1998; Carvalho, 2007; Scales et al., 2000, 2005;
Scales, Leffert, & Vraa, 2003). Furthermore, an assets framework can be helpful in identifying
strengths present in groups that are often viewed from a deficits model including youth exposed
to violence (Jain et al., 2012; Jain & Cohen, 2013), youth in foster care (Diehl, Howse, &
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Trivette, 2011; Flynn, Tessier, & Coulombe, 2013), incarcerated youth (Chew, Osseck, Raygor,
Eldridge-Houser, & Cox, 2010), youth in emergency shelters (Heinze, 2012), and youth gang
members (Taylor et al., 2002, 2004, 2005).
Variation across demographic factors.
The assets have been found to vary across a number of demographic and contextual
factors. Girls have reported higher levels of assets in both U.S. (Leffert et al., 1998) and East
African samples (Drescher et al., 2012). Additionally, in U.S. samples, younger youth (grades 68) have reported greater assets than older youth (grades 9-12; Leffert et al., 1998; Scales, 1999).
Furthermore, some racial/ethnic differences in assets’ predictive qualities have emerged in U.S.
samples (Scales et al., 2000). For example, the presence of a caring neighborhood was an
important predictor of helping others for African Americans, but not other U.S. racial/ethnic
groups (Scales et al., 2000). In some cases, the psychometric properties of measures of
developmental assets were poor among minority groups (e.g., African American youth; Price,
2002). Still the framework is relatively stable across racial/ethnic groups (Scale et al., 2000).
Variation across contextual factors.
Assets also demonstrate variability across contextual factors. For example, although the
assets are useful constructs in both urban (Scales et al., 2005) and rural settings (Scales et al.,
2013), youth from smaller communities have reported higher levels of assets than youth from
larger communities in some studies (e.g., Fraser-Thomas, Côté, & MacDonald, 2010). On the
other hand, large U.S. samples have shown limited variation in assets across community size
(Benson, 2002). However, populations outside of the U.S. may show differing patterns of asset
development across communities of different sizes. In Tanzania, for example, rural youth
experience generally poorer educational and healthcare settings in rural areas (Kahabuka, Kvåle,
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& Hinderaker, 2013; Mtahabwa, 2011; Mtahabwa & Rao, 2010), which could affect asset
development.
Contextual variation can also affect developmental assets within geographic regions.
Various scholars have asserted that developmental assets and other PYD constructs have
relevance for youth in “normal” and at-risk or otherwise difficult circumstances (Damon, 2004;
Taylor et al., 2002), although some differences in asset levels across contexts are expected
(Benson, 2002). Taylor and colleagues (2002, 2004, 2005) demonstrate differences based on
context in their longitudinal study of African American youth from inner-city Detroit. African
American youth involved in gangs demonstrate significantly lower levels of assets than African
American youth involved in PYD programs (Taylor et al., 2004). Additionally, the
developmental assets may be more closely associated with thriving among gang youth as
compared to youth involved in community-based programming (Taylor et al., 2005).
An even stronger demonstration of the effects of context on positive development is a
randomized study on the effects of neighborhoods on academic achievement. Although previous
findings indicated that high poverty neighborhoods were associated with lower levels of PYD
(Moore & Glei, 1995), there has been a lack of randomized, controlled studies to exam this
phenomenon. Leventhal & Brooks-Gunn (2004) studied U.S. families living in high poverty
neighborhoods who were randomly assigned to move to low-poverty neighborhoods or stay in
public housing (i.e., high-poverty neighborhoods) with academic achievement as the outcome
variable. Results indicated a significant effect of context for boys, with increased academic
achievement for those who moved to low-poverty neighborhoods.
Extending the developmental assets framework internationally.
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Contextual variation can also be examined through international research evaluating
diverse cultural contexts. Recently, the developmental assets approach has been applied to
international youth. Studies utilizing developmental assets have been conducted in Canada
(Flynn et al., 2013; Fraser-Thomas et al., 2010), Malaysia (Kadir et al., 2012), Japan (Wilson,
2010), Uganda (Drescher et al., 2012), Albania, Bangladesh, Lebanon, and the Philippines
(Scales, 2011; Scales et al., 2013). Additionally, the developmental assets framework has been
used to guide programming for international youth (e.g., Shek, 2006). These initials studies have
provided valuable information about developmental assets in a range of cultural contexts.
However, given the pervasive and complex influence of culture on assets, further studies are
needed in novel contexts. As such, I seek to investigate the assets framework in a previously
unexamined context (Tanzania).
Tanzania is an excellent context for investigating PYD. Although countries in the
“developing world” such as Tanzania have been understudied (Arnett, 2008), they actually
represent the bulk of the world’s population and could correctly be referred to as the “majority
world” (Kağitçibaşi, 2006). Therefore, PYD studies in Tanzania address a gap in the research
base and produce results that are more applicable to a greater proportion of the earth’s population
than studies in the “minority world.” Additionally, because Tanzania’s population is skewed
toward younger age groups (64% of the population is under the age of 25; CIA, 2013), knowing
how Tanzania’s youth develop and engage their communities is essential for understanding
Tanzanian society now and for years to come. Finally, because Tanzania represents an
objectively difficult context in which to develop, studying developmental assets in Tanzania
allows researchers to understand the utility of PYD approaches in the most complex
circumstances.
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As the assets framework is extended internationally to new economic, historical, and
cultural contexts such as Tanzania, care must be taken to understand ways in which assets are
and are not relevant in various settings. For example, when studying positive development under
stress (i.e., resilience) in international youth, Ungar and Liebenberg (2009) noted that measures
need to take into account youth who were out of school, had no “free” time, and had no positive
contact with parents, as well as behaviors and characteristics that are unconventional in Western
settings. These types of concerns are vital to any work that occurs on a global scale.
PYD in an International Context
Any meaningful psychological research with youth must take into account the cultural
context of the participants (Torney-Purta, 2009). As Johnson and Tucker (2008) note:
Culture is the lens through which we view children and adolescents. Culture provides the
frames we use to label, categorize, and make sense of childhood development and
behaviors. It defines our relationship to children, what is considered normal and desired
child behavior… (p.789)
The foundational role that culture plays in understanding youth’s lives profoundly
influences any PYD work done on the global scale. Tanzanian youth’s cultural context is
radically different from the culture in which most PYD frameworks were developed. Therefore,
PYD research in Tanzania must consider existing PYD research findings cautiously, especially
findings that are based primarily or completely on samples of Western youth.
The history of psychology as a discipline has been skewed toward Western forms of
thought and study, often neglecting the majority of the world’s cultures and populations. This
Western bias has had a lasting impact on the field of psychology as a whole. Arnett’s (2008)
recent analysis of six of the flagship journals of the American Psychological Association (APA)

16

revealed that the vast majority (> 80%) of authors, research participants, and editorial positions
were composed of persons from the U.S. or other “Western” countries (i.e., Canada, New
Zealand, Australia, and Europe). Africa was particularly poorly represented within in these
journals, comprising less than or equal to one percent of authors, research participants, and
editorial positions across all journals in the analysis.
Importantly, the lives of persons from the U.S. and of persons living in other parts of the
world are dramatically different. For example, the average yearly U.S. per capita income is $27,
915 (U.S. Census, 2013), as compared to $540 in Tanzania (World Bank, 2013). Indeed, much of
the literature on basic psychological phenomena is based on research samples from Western,
educated, industrialized, rich and democratic (“W. E. I. R. D.”) societies, that are thoroughly
different from most of the world (Henrich, Heine, & Norenzayan, 2010).
The underrepresentation of non-Western countries in the literature has significant
scientific consequences when trying to generalize findings to all humans (Arnett, 2008). For
example, much of what psychologists know about adolescence (a concept “invented” in the U.S.
around the turn of the century; Hall, 1904), comes from studies of middle and high school
children. These findings have limited applicability in Tanzania where only about one quarter of
children attends secondary school (UNICEF, 2003).
Also, family relationships and structure vary widely internationally (Johnson & Tucker,
2008) and families are another area with important differences between the psychological
research base and the typical state of affairs internationally (Arnett, 2008). While noting other
influences, PYD researchers cite the family as the primary influence on youth’s socialization
(Benson et al., 1998). In the U.S., studies usually focuses on the nuclear family as the primary
unit of analysis, with the average U.S. family having two children (U.S. Census, 2004).
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Internationally, however, families rarely fit into this mold. For example, in Tanzania 10% of
children are orphaned, 25% of households include foster children, and women have an average
of six children [National Bureau of Statistics (Tanzania) and ORC Macro, 2005]. Furthermore,
because boarding school is often the only viable option for secondary education for many
Tanzanians, many youth must leave their families at a young age (Wedgwood, 2005), potentially
lessening the influence of family during this developmental period.
Given the substantial differences that exist in family and kinship structures, school
attendance, socioeconomic conditions, and cultural backgrounds between the U.S. and Tanzania,
we cannot confidently extend U.S. research findings concerning adolescents to Tanzanian
adolescents. There is incredible diversity in youths’ lives internationally and any research with
international youth must take into account their developmental level and cultural context
(Johnson & Tucker, 2008). By understanding the multi-layered developmental and cultural
influences on youth internationally, psychologists can help shape effective interventions to
promote PYD (Bronfenbrenner, 1979; Lerner & Castellino, 2002). In an effort to better
understand PYD in international youth the current study applies the developmental assets
framework to a diverse national sample of Tanzanian youth.
Measuring PYD in a Cross-Cultural Context
Although many psychologists are interested in addressing the research disparities noted
above, care must be taken when extending existing technologies to new contexts. In particular,
care must be taken when using measurement methods developed in western countries in other
parts of the world (Fabri, 2008; Tweed & Delongis, 2009). The psychometric properties of
measures are not static components of measures, and they must be reevaluated when using a
scale in a new cultural context (Kohrt et al., 2011). Psychometrically developed assessments give
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researchers the convenience of comparing constructs across international populations (Fabri,
2008); however, pre-designated items and response options developed for use with one
population may not function the same way when transported to another population from a
different culture (Tweed & Delongis, 2009). Issues such as differential item functioning,
expectancy bias, response sets, and cultural distrust need to be considered whenever crosscultural comparisons are made (Tweed & Delongis, 2009).
Additional concerns must be addressed when a scale undergoes language translation.
Researchers translating established scales must be concerned with maintaining the various
components of content equivalence (vocabulary, idiomatic, grammatical-syntactical,
experiential, and, especially, conceptual equivalence) between the source and target language
versions of the scale (Brislin, 1970; Cha, Kim, & Erlen, 2007; Fabri, 2008; Matías-Carrelo et al.,
2003). Brislin (1970) outlines a basic model for back-translation that can address many of the
concerns associated with translating surveys. Although this method is often time-consuming and
resource-intensive, it remains popular in cross-cultural research (Cha et al., 2007; Fabri, 2008;
Tweed and Delongis, 2009). Multiple international organizations have adopted methods
featuring multiple rounds of back and forward translations and detailed documentations of this
process (Medical Outcomes Trust, 1997; WHO, 2013). Whatever method is used, attention must
be continually paid to the critical differences that can emerge between different language
versions of measures.
Additional considerations come into play when translating measures for use with youth.
The way youth interpret items and the importance of various concepts to development in local
contexts varies widely in international settings (Ungar et al., 2008; Ungar & Liebenberg, 2009).
As is the case with adults, researchers must consider issues related to the equivalence and
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validity of measures when they are applied in new contexts (Kohrt et al., 2011). When done
appropriately, measures can be successfully translated and used with East African youth (e.g.,
Scorza et al., 2013). This is a promising finding given the benefits of cross-cultural research with
youth, including identifying pan-cultural findings, identifying culture-specific findings,
increasing awareness of oversimplified truisms, and improving interventions for youth (Tweed &
Delongis, 2009).
In addition to the measurement and translation aspects of quantitative assessment,
qualitative methods should play a role in international psychological research. Mixed-methods
research (combining quantitative and qualitative methods) is vital to modern research on youth
development, especially cross-cultural research and research exploring individual and context
relations (Ungar & Liebenberg, 2011; Yoshikawa, Weisner, Kalil, & Way, 2008). Indeed,
mixed-methods are essential to creating cultural sensitive measures of youth development
(Ungar & Liebenberg, 2011). Qualitative methods can reveal unique and varying perspectives on
the constructs of interest (Popay, Rogers, & Williams, 1998). This is critical when examining
certain constructs (e.g., cultural values) because measures developed in one context may include
items that are completely irrelevant in another context while excluding items that are critical to
understanding the construct in the new context (Kohrt et al., 2011).
For example, in the U.S. when youth work before the age of 16 the task may be viewed
as detrimental to their development/education or even illegal. In East Africa, however, working,
even at a young age, may represent a well-developed sense of responsibility to one’s family
(Cheney, 2007). Conversely, neatness of dress is a cultural value that is considered an important
aspect of youth development in East Africa, while it is seen as less significant or irrelevant in the
U.S. Also, respect for elders is core value in traditional African cultures (Ayisi, 1993), but is
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emphasized much less in the U.S. Additionally, self-referential beliefs like self-efficacy are
considered important for PYD in U.S. youth, while group-referential beliefs such as collectiveefficacy may also be important in Tanzanian culture (Johnson et al., 2012). Additionally, ethnic
identity, an important aspect of PYD for minority youth in the U.S. may operate differently in
Tanzania where ethnic identity is connected to tribe, language group, geographic region, and
religion (Johnson et al., 2012). Given these factors and the sociocentric cultural landscape of
East Africa, sense of community may be a more salient feature of development for Tanzanian
youth than U.S. youth (Johnson et al., 2012). In addition there are broad differences in what U.S.
and Tanzanian youth find to be rewarding (Homan, Houlihan, Ek, & Wanzek, 2012). Any study
of youth development in East Africa must examine such discrepancies, which can be illuminated
through qualitative and quantitative methods.
Current Study
The current study examines PYD from a developmental assets framework in youth (ages
14-17) from 11 of 30 regions in Tanzania (Mwanza, Rukwa, Arusha, Mbeya, Iringa, Dar es
Salaam, Njombe, Kilimanjaro, Pwani, Mara, and Mtwara). This diverse national sample of
Tanzanian youth allows for an examination of the relations of developmental assets to various
psychological constructs across a wide range of contexts, or “developmental niches” (see
Torney-Purta & Barber, 2011). The assets framework is applied to youth from the most difficult
circumstances (e.g., orphans, street children, disabled youth), as well as “normal” school children
and highly involved youth (youth involved in extracurricular activities). This study examines the
psychometric viability of a measure of developmental assets in Tanzania, elucidates contextual
and demographic factors affecting the assets, and compares the assets framework to local
conceptions of PYD gathered through qualitative methods.

21

Study context: Tanzania.
The United Republic of Tanzania is an East African nation that borders Lake Victoria to
the north, with a coastline that runs along the Indian Ocean on the east. It is part of the East
African Community (EAC), which was created in 2001 and includes Uganda, Burundi, Rwanda,
and Kenya. The EAC, which is headquartered in Arusha, Tanzania, seeks to develop political,
economic, and cultural integration of its member states (Katembo, 2008). East Africa is a region
flush with opportunities (e.g., natural resources, youth) and challenges (e.g., poverty,
malnutrition; The State of East Africa, 2012). Like the rest of the EAC, Tanzania holds great
potential and also struggles with many areas of difficulty.
Tanzania is well known for its natural beauty and resources. In addition to the largest lake
in the world (Lake Victoria), Tanzania is home to Mount Kilimanjaro (the tallest point in
Africa), Lake Tanganyika (the longest freshwater lake in the world), and some of the most
diverse and stunning areas for viewing flora and fauna in the world, including the Ngorongoro
Conservation Area and the Serengeti National Park. This biologically diverse landscape is
inhabited by an equally diverse population of almost 47 million persons.
Although many of the countries bordering Tanzania (Zambia, Uganda, Burundi, Rwanda,
Mozambique) have endured brutal armed conflicts in recent history, Tanzania is known for a
history of remarkably harmonious relations since it gained independence from the British in
1964. This is truly extraordinary given that over 130 tribes inhabit Tanzania and it houses more
refugees than any other African country (CIA, 2013). This interethnic harmony has been
attributed to the government’s promotion of Kiswahili as a national language, ujamaa (discussed
below), and the forced relocation of rural populations, which required individuals to learn the
customs and languages of other cultural groups (Johnson et al., 2012). Still some groups (e.g.,
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individuals affected by albinism) face stigmatization, discrimination, persecution, and even
murder (Bryceson, Jønsson, & Sherrington, 2010; Hong, Zeeb, Repacholi, 2006).
One possible explanation for the general lack of interethnic conflict in Tanzania is a low
level of ethnic identification (Shaw-Taylor, 2008). Compared to other sub-Saharan African
countries, Tanzania has one of the lowest levels of ethnic identification and Tanzanians are more
likely to identify with their occupation than their tribe at the level of group identity (ShawTaylor, 2008). Although ethnic identity is typically regarded as a developmental strength in the
U.S., its role in the lives of Tanzanian youth (and adults) has yet to be fully understood (Johnson
et al., 2012). More research is necessary to understand how ethnic identity relates to other facets
of Tanzanians’ lives (Johnson et al., 2012).
In contrast to the interethnic harmony observed in Tanzania, interreligious conflict may
be on the rise. The two major religions on mainland Tanzania are Christianity (30% of the
population) and Islam (35% of the population), with a substantial proportion of Tanzanians
practicing indigenous religions (35%; CIA, 2013). Religion is an important facet of Tanzanians’
daily lives, and since the mid-1980s inter and intrareligious conflicts have been increasing in the
country (Mesaki, 2011). In 1998 and 2001 Muslims clashed with government officials over
perceived biases in favor of Christians (Mesaki, 2011) and as recently as 2013, church bombings,
mosque fires, and even the murder of a Catholic priest have occurred (BBC, 2013). Despite these
incidents, religious conflict is generally less than one might expect in Tanzania given the
difficult economic circumstances of the country and the state has done a reasonable job of
discouraging interreligious strife (Heilman & Kaiser, 2002; Lunn, 2008).
As a nation, Tanzania has made inconsistent progress towards its MDGs (Millennium
Development Goals). For example, achievement of five of the eight the MDGs for 2015
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(universal primary education, promotion of gender equality and empowerment of women,
reduction of child mortality, combating HIV/AIDS, malaria, and other diseases, and
development of a global partnership for development) is probable in Tanzania (Tanzania, 2011).
Conversely, other major goals such as eradicating extreme poverty and hunger and improving
maternal health are not achievable by 2015 (Tanzania, 2011).
Areas of difficulty.
Despite its environmental resources and relatively peaceful history, Tanzania is plagued
by a range of difficulties. After gaining independence, Julius Nyerere became president of
Tanzania implementing socialist policies, including “ujamaa” or collective work and
responsibility. Ujamaa contributed to increased social cohesiveness, intergroup communications,
and literacy, but over time the government controlled economy declined and Nyerere resigned as
president in 1985. Since that time various free market reforms have been implemented, but
Tanzania remains one of the poorest and least developed countries in the world. For example, the
United Nations Development Program (UNDP, 2011) ranks Tanzania 152 out of 187 countries
on the Human Development Index that takes into account health, education, and income.
Tanzania faces several public health crises including HIV/AIDS, malaria, and
tuberculosis (TB; Kwesigabo, Mwangu, Kakoko, & Killewo, 2012). AIDS may be the greatest of
these crises, with at least 1.5 million adults ages 15-49 currently living with AIDS in Tanzania
and nearly as many children orphaned as a result of AIDS death (UNAIDS, 2011). Tanzanian
girls are at the greatest risk of contracting AIDS (Restless Development, 2011). Malaria is
another significant health problem with approximately 60,000 Tanzanian deaths attributed to the
illness each year (President’s Malaria Initiative, 2012). Finally, TB is a significant problem in
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Tanzania, with the World Health Organization (2011) reporting a prevalence of 82,000 cases in
the country.
The health of the natural environment is also fragile in Tanzania. Tanzania is one of the
most biodiverse countries in mainland Africa and is home to multiple endangered species
including chimpanzees, cheetahs, and African wild dogs. Although several policies exist to
protect wildlife in Tanzania, these policies have, until recently, failed to include local
populations in decisions concerning wildlife conservation (Mkumbukwa, 2008). Human nature
interactions in Tanzania remain complex; even when Tanzanians value the natural environment,
they are reticent to follow conservation regulations that threaten their livelihoods or lives
(Robinson, Bennett, King, & Murray, 2012).
Climate change also poses a significant threat to Tanzania’s environment. Most
strikingly, the vanishing glaciers on the top of Mount Kilimanjaro signal the dire and immediate
effects of global climate change on Tanzania. In all likelihood, the ice on Kilimanjaro will melt
completely by the year 2020 for the first time in 11,000 years (Agrawala et al., 2003). This
melting will have wide-ranging (and negative) effects on rainfall patterns, wildfire risk, water
resources, farming, and biodiversity (Agrawala et al., 2003).
Tanzanian youth.
Issues pertaining to youth are especially salient in Tanzania where 45% of the population
is under 15 and over 65% is under 25, making it the tenth youngest country in the world (Central
Intelligence Agency, 2013; Restless Development, 2011). Given the economic, health, and
environmental challenges facing Tanzania, it is not surprising that educational attainment in the
country lags behind most of the world. Although Tanzania is pursuing universal primary
education for all Tanzanian children, the schools are often over-crowded, under-staffed, and of a
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generally poor quality (Wedgwood, 2005). Access to secondary school is problematic, with very
few poor and/or rural children able to attain this level of education (Wedgewood, 2005). Only a
very small number of Tanzanians are able to attain higher education beyond secondary school
(Wedgewood, 2005). This low level of school enrollment is especially concerning because
school dropouts are eight times more likely to become chronically homeless than children
enrolled in school (Henley, McAlpine, Mueller, & Vetter, 2010).
Education is just one piece of the complex context that youth inhabit in Tanzania. Youth
account for the majority (53%) of unemployment in Tanzania, with most working youth
occupying unattractive jobs in agriculture and earning little if any personal salary (Restless
Development, 2011). Youth also lack adequate access to health and family planning services
they need (Restless Development, 2011).
Economic difficulties, health crises, and urban migration patterns have all served to lower
the intergenerational social support that youth in Tanzania receive (Johnson et al., 2012).
Additionally, youth have limited participation in or understanding of community decision
making and their contributions are not widely valued by community elders (Restless
Development, 2011). Despite their marginalized situation, Tanzanian youth do have outlets
where their concerns on issues such as politics, AIDS, corruption, and unemployment are
expressed, such as the local hip-hop music, bongo flava (Casco, 2006; Englert, 2008).
Among youth, street children are likely the most vulnerable. The term “street children” or
“street-connected children” refers to a heterogeneous group and encompasses multiple forms of
street involvement, including youth who spend their days working in the streets and sleep at
home with family, youth who work and live on the street, and other varying degrees of street
connection (UN, 2012b). Street children’s lives are characterized by menial jobs (e.g., shoe-
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shining, car cleaning), drug use, erratic living conditions, lack of adult control, and limited
access to resources (Nalkur, 2009b). The government has historically taken a negative view of
street children, considering them to be dangerous criminals (Lugalla & Mbwambo, 1999).
Understandably, street children prioritize immediate consequences, such as having a dependable
place to sleep and time to do activities they enjoy, over more distal outcomes, such as succeeding
in an educational context (Nalkur, 2009b). Importantly, “rehabilitative” programs for street
children have demonstrated initial evidence of success in changing youth’s outlook for the future
(Nalkur, 2009b).
Although street children are predominantly boys, girls also face a range of challenges in
their daily lives in Tanzania. Traditional Tanzanian society generally promoted more equal
gender roles than the roles imposed during European colonization, though the patriarchal colony
structure left a lasting mark, especially on the upper class (Brain, 1978). In present-day Tanzania
young women face multiple inequalities. For example, in the area of employment young women
face a “triple burden” of being more affected by unemployment than men, earning lower wages,
and coping with a hostile work environment (sexual harassment, stereotyping, etc.; Restless
Development, 2011). Women face additional burdens in the areas of sexual health. Women
account for three quarters of the HIV/AIDS cases in the 15-24 age group, and 44% of young
women have a child by the age of 19, severely limiting their abilities for further growth in
educational settings (Restless Development, 2011). Related to sexual health, female genital
cutting is common among girls as young as four years old, with prevalence estimates ranging
from 17% in urban areas to 45% in rural communities (Klouman, Manongi, & Klepp, 2005;
Msuya et al., 2002). Finally, domestic violence is also a persistent concern with a lifetime
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prevalence rate for domestic physical and/or sexual violence among Tanzanian women ranging
from 41% to 56% (Garcia-Moreno, Jansen, Ellsberg, Heise, & Watts, 2006).
Both rural and urban youth face unique challenges in Tanzania. However, rural youth
may be especially at-risk for negative outcomes. In sub-Saharan Africa rural youth are less welloff and are more dependent on public services than their urban counterparts (MacLean, 2011). In
Tanzania specifically, utilization of public health services and pharmacies to treat childhood
illness is more common in rural areas (as opposed to the use of private hospitals in urban areas),
which is in turn associated with a lower quality of care (Kahabuka, Kvåle, & Hinderaker, 2013).
Differences in educational quality emerge even at the preschool level, with rural Tanzanian
children experiencing settings with less space, larger group sizes, less favorable teacher: student
ratios, fewer instructional resources, and less qualified teachers, as well as less access to early
education (Mtahabwa, 2011; Mtahabwa & Rao, 2010). Rural youth have less AIDS knowledge, a
risk factor for contracting HIV (Bastien, 2008), and also have a higher incidence of injuries
(Moshiro et al., 2005). Cumulatively, these challenges in rural environments may lead to lower
levels of developmental assets in rural environments.
Summary of Tanzanian context.
Tanzania is a country full of striking contrasts between its extant strengths and
weaknesses. Youth in Tanzania also represent a contrast; vulnerable to a range of conditions that
threaten their development and very lives and yet imbued with a responsibility to help shape
Tanzania, Africa, and even the world both now and in the future. With so much possibility
contained within this group, the necessity to study, understand, and work with these youth is
more vital than ever.
Rationale.
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The current study attempts to address gaps in the PYD literature in several ways. First, as
detailed above, psychology’s international research base is severely limited, with Africa
representing the most neglected region (Arnett, 2008). Furthermore, most research conducted in
Africa focuses on African problems such as AIDS, malnutrition, civil conflict, etc. Although
these issues certainly deserve attention, there is a paucity of research examining contexts that
promote and individuals that realize success in Africa. Despite the lack studies on thriving in
Africa, optimism in Africa is high (Pew Research Center for the People & the Press, 2002).
Progress has been made in sub-Saharan Africa towards all eight of the United Nations’ (UN)
MDGs, which are designed to address poverty and improve global quality of life (UN, 2012a).
Building on previous studies with East African youth involved in PYD programs (Drescher et al.,
2012; Johnson, Johnson-Pynn, Lugumya, Kityo, & Drescher, 2013; Johnson-Pynn & Johnson,
2005; 2010), this study will include a diverse, national sample of youth from varying contexts
allowing for a more general assessment of PYD in Tanzania. Therefore, at the most basic level
this study seeks to provide a developmental snapshot of Tanzanian youth, with a focus on PYD,
addressing both geographical and focal gaps in the existing literature base.
Furthermore, the study hopes to provide information on the viability of a PYD measure
that can be used in future research and applied settings in Tanzania. Ultimately, the research gap
on adolescent development between high and low income countries can only be bridged if valid
and reliable methods of measurement are established for international contexts. As such this
study seeks to establish the preliminary psychometric properties of a PYD measure in Tanzania.
Given that the PYD measure selected for this study is currently being examined and refined for
use in a range of countries, the establishment of its psychometric properties should allow for its
use in cultural (intracountry) and cross-cultural (intercountry) psychology studies.
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Beyond the establishment of the psychometric properties of a PYD measure of
developmental assets, the study seeks to examine how developmental assets vary across contexts.
Various geographical, historical, and social influences serve to create specific developmental
niches that influence youth development (Torney-Purta & Barber, 2011). A lack of sensitivity to
the importance of these contexts is one of the causes of the current imbalance in international
research (Arnett, 2008). Youth development can vary greatly internationally and within countries
and specific focus on important contextual differences will aid in understanding and influencing
PYD (Torney-Purta & Barber, 2011). Unfortunately, many previous studies of African youth
have focused on youth from a single context. While these studies are certainly valuable, the
current study adds to the understanding of African youth by examining how context can affect
PYD.
Finally, the inclusion of qualitative data in the current study is essential for a fuller
understanding of Tanzanian youth. Studies of Tanzanian youth that only include quantitative
measures developed in different contexts at provide a limited view of the on the ground reality.
Through qualitative methods (described below) the current study hopes to give a voice to
Tanzanians’ diverse perspectives on developmental assets and supplement the quantitative
results.
Summary
The current study examines developmental assets in youth from across Tanzania. The
study strives to contribute to the current literature by exploring a neglected region (sub-Saharan
Africa) with an underutilized approach (PYD/developmental assets framework), examining the
psychometric viability of a developmental assets measure in a novel context, illuminating
contextual and demographic aspects affecting the assets, and assessing the assets in light of local
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perspectives on PYD. Throughout all analyses, the study seeks to foster sensitivity to the
historical, cultural, and social contexts of Tanzanian youth life.
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II. METHODS

Participants
Participants were approximately 1241 youth from 11 of 30 regions in Tanzania (Mwanza,
Rukwa, Arusha, Mbeya, Iringa, Dar es Salaam, Njombe, Kilimanjaro, Pwani, Mara, and
Mtwara). Inclusion criteria include the ability to understand spoken and written Swahili. In order
to get a broad cross-section of Tanzanian youth, purposive sampling of highly engaged youth
(youth attending school and involved in extracurricular activities, such as environmental, civic,
or service clubs), “normal” schoolchildren (youth attending school, but not selected based on
extracurricular involvement), and vulnerable youth (e.g., AIDS orphans, street children, youth
living at shelters) was used. Sample classifications were created by the Tanzanian research
assistants who had prior knowledge of the youth included in the sample. Some youth participated
in survey collection only, some in qualitative data collection only, and some in both.
Measures
Demographic Questionnaire.
Measured demographic and contextual factors include age, sex, school attendance, grade,
community size, living situation, parental education, ethnicity, economic condition, and religion.
School attendance was measured using a multiple choice item with the response options of
“every day of the school term/session,” “most days,” “some days,” “rarely,” and “not at
all/never.” Community size was assessed via a dichotomous item with the response choices of
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“town” (urban) and “village” (rural). These choices were chosen after consultation with
Tanzanian colleagues who stressed that it would be difficult for youth to make finer distinctions
than this concerning community size. The response options for the living situation item include
“home with one or two parents,” “home with relatives or family members (no parents),” “youth
center/group home, rehabilitation center or IDP/refugee camp” and “no permanent home/stay on
the street most of the time.” The response options for the economic conditions questions were as
follows: “We do not have enough money to meet basic needs (food, clothing, and shelter),” “We
usually have enough money to meet basic needs (food, clothing, and shelter),” and “We have
enough money to afford basic needs and entertainment/leisure activities.” Ethnicity was reported
via a free-response item as part of the MEIM-R (see below). Demographic questions and all
measures were translated into Swahili for the current study (see Procedures below for details).
Developmental Assets Profile.
The Developmental Assets Profile (DAP; Search Institute, 2005) is a 58-item self-report
measure designed to measure developmental strengths and competencies in youth from the
developmental assets perspective. When completing the DAP youth indicate the degree to which
statements represent them (e.g., “I deal with frustration in positive ways”) by indicating one of
four response choices: “not at all or rarely,” “somewhat or sometimes,” “very or often,” and
“extremely or almost always.” The DAP groups assets into internal and external domains. The
Internal Assets are characteristics and behaviors that indicate positive development in youth and
include the asset categories of Commitment to Learning, Positive Values, Social Competencies,
and Positive Identity. Conversely, the External Assets represent youth’s positive experiences,
relationships and support and include the assets categories of Support, Empowerment,

33

Boundaries & Expectations, and Constructive Use of Time. Scores can also be grouped into
context areas: Personal, Social, Family, School, and Community.
Individual items on the DAP are scored by assigning a numeric value to each response
option: not at all or rarely = 0, somewhat or sometimes = 1, very or often = 2, and extremely or
almost always = 3. To compute scores for the DAP scales, one starts by calculating scores for
individual asset categories. The number of items included in each asset category ranges from
four (Constructive Use of Time) to 11 (Positive Values). Regardless of the number items, the
average score of the DAP items that comprise a given asset category is multiplied by ten to yield
an asset category score ranging from 0 to 30 for each asset category. Asset category scores are
rounded to the nearest integer.
The External and Internal Asset scores are derived by averaging the four asset categories
that comprise each score respectively. Again, scores are rounded to the nearest integer creating
scores that range from 0 to 30. To ascertain the DAP total score the external and internal asset
scores are summed, creating a score that ranges from 0 to 60. Finally, if one wishes to examine
scores based on context areas, items for each context area are averaged and multiplied by ten,
yielding another set of scores that range from 0 to 30, rounded to the nearest integer.
To aid in the interpretation of DAP results the Search Institute (2005) has created
interpretative ranges for the varying DAP scores. For all scores that range from 0 – 30 (i.e.,
internal and external assets, asset categories, and context areas), interpretative ranges are defined
as 26 - 30 = excellent, 21 - 25 = good, 15 - 20 = fair, and 0 - 14 = low. For the DAP total scores,
which ranges from 0 - 60, excellent scores range from 51 - 60, good scores range from 41 - 50,
fair scores range from 30 - 40, and low scores range from 0-29. These interpretative ranges were
created so that excellent scores include an average item response of 2’s and 3’s with mostly 3’s,
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good scores include an average item response of 2’s and 3’s with mostly 2’s, fair scores include
an average item response of 1’s and 2’s with mostly 2’s, and low scores include an average item
response of 0’s, 1’s, and 2’s with very few if any 3’s. These interpretative scores are
theoretically-based and somewhat subjective, as opposed to empirically-based norms (Search
Institute, 2005).
The Search Institute (2005) conducted a study using the DAP of U.S. 2,428 boys and
girls (Grades 6 through 12) from public middle and high schools in Oregon and Minnesota
(which included Caucasian, Hispanic, American Indian, Asian, and multiracial youth) for the
purpose of comparison in research and fieldwork (Search Institute, 2005). Preliminary normative
data from this sample suggests that the quartiles for asset category, context area, and
internal/external asset scores are as follows: 1st quartile, 0 to 12-17; 2nd quartile 13-18 to 17-22;
3rd quartile 18-23 to 20-26; and 4th quartile 21-27 to 30 (see Table 3). For the total score the
quartiles were 0-34, 35-39, 40-47, and 48-60. These preliminary norms roughly correlated to the
theoretical interpretative ranges.
Results from this sample were also supportive of good internal consistencies for the
DAP’s total (α = .97) and subscale scores (α = .81 - .95). A sub-sample (n = 225) from this study
produced acceptable test-retest reliability values over a two week period: Total Score (r = .79),
Internal Assets (r = .86), External Assets (r = .84). Evidence for convergent validity comes from
observed positive correlations of the Positive Identity asset category of the DAP with scores on
the Rosenberg’s Self-Esteem Scale (r = .70; p < .001) and the Harter’s Global Self-Worth Scale
(r = .72; p < .001; Search Institute, 2005). Additionally, DAP scores for students in schools with
greater resources have been found to be higher than scores for students from less resource-rich
schools, providing initial evidence of criterion validity (Search Institute, 2005).
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Recently, investigators have begun to explore the DAP with international populations.
Evidence from a cross-national study including youth from Japan, Albania, Bangladesh, and the
Philippines indicated that the external and internal assets scores displayed acceptable internal
consistency across all countries (α = .76-.92). Internal consistency was more variable across the
asset categories, with promising internal consistencies (α > .60) across all countries for only the
Positive Identity, Positive Values, Commitment to Learning, and Boundaries & Expectations
subscales. Internal consistencies were a mix of acceptable and unacceptable values across
nations for the Empowerment and Social Competencies subscales indicating the need for caution
when using these subscales with international samples. The Constructive Use of Time subscale
was inconsistent across all samples (including a U.S. sample) and should be interpreted with
extreme caution. Test-retest coefficients for DAP scores in Albania, the Philippines, and
Bangladesh were less promising than with U.S. samples, with less than 50% of the calculated
values exceeding .60.
The previous international work with the DAP that is most relevant to the current study is
a study with Ugandan youth (Drescher et al., 2012) and an international study including
Rwandan youth (Scales, Roehlkepartain, & Fraher, 2012). Although many important cultural
differences exist between Tanzania, Uganda, and Rwanda these are the only studies using the
DAP in East Africa, or anywhere on the African continent. Presumably, there is less cultural
distance among these three East African nations than exists between Tanzania and other
countries where the DAP has been studied.
Drescher and colleagues (2012) found good internal consistency scores for the DAP
total, internal assets, and external assets scores (α = .81-.91). Internal consistency was acceptable
for all context area scores (α = .82-.66) and most asset categories. The Positive values and
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Empowerment asset category scores showed promising internal consistencies of .62 and .59,
respectively. The Constructive Use of Time subscale again demonstrated very poor internal
consistency (α = .32). The DAP scores also demonstrated the expected pattern of positive
correlations with other PYD measures, providing initial evidence for convergent validity in this
population. Interestingly, despite the objectively difficult context for youth in East Africa, the
Ugandan youth sample reported a high overall level of assets.
Scales et al. (2012) found good internal consistency scores for 15 of 16 DAP scores (α ≥
.80). The Constructive Use of Time displayed a poor internal consistency, as has been evidenced
consistently in all international and U.S. studies. There was also evidence of convergent validity
among this samples as DAP scores significantly correlated with positive outcomes in the areas of
livelihood development, violence prevention, health promotion, education, and promotion of
civil society. In contrast to the Ugandan study, the Rwandan youth demonstrated only a fair level
of overall assets.
The internal consistency values for DAP scales in the current study are reported in the
results section.
General Self-Efficacy Scale.
The General Self-Efficacy scale (GSE; Schwarzer & Jerusalem, 1995) is a 10-item scale
that assesses persons’ confidence in coping with stressful situations. Respondents indicate their
agreement with each item (e.g., “I can always manage to solve difficult problems if I try hard
enough”) on a 4-point Likert-type scale that ranges from 1 (“Not at all true”) to 4 (“Exactly
true”). The GSE has been translated into 28 languages, based on the German and English
versions of the GSE scale. Scholz, Doña, Sud, and Schwarzer (2002) reported internal
consistency values (Cronbach’s α) from 25 different countries that ranged from .75 to .91.
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Schwarzer and Jerusalem (as cited in Scholz et al., 2002) found one-year test-retest reliability
ranging from r = .75 to r = .55. Studies have supported the convergent and divergent validity of
GSE (Schwarzer, Schmitz, & Tang, 2000) and confirmatory factor analyses with international
samples support the unidimensionality of the scale (Scholz et al., 2002; Schwarzer & Born,
1997). Previous studies with Tanzanian youth have yielded acceptable internal consistencies for
the GSE (α = .78) and confirmatory factor analysis has supported its one-factor structure
(Johnson et al., 2012). Internal consistency in the current study was good (α = .82).
Community Participation Index.
The community participation index (CPI) is measure of community engagement adapted
from an international study of youth civic knowledge and engagement (Torney-Purta et al.,
2001). It is designed to measure a range of community activities that youth might be involved in,
including student government, environmental organizations, sports, etc. Study participants note
their level of engagement in each activity listed on a four-point Likert-type scale, with response
options of “not at all,” “rarely,” “few times each month,” “few times each week,” and “almost
every day.” Items can be examined individually or summed to create on index of overall
community participation. Internal consistency in the current study was excellent (α = .90).
Brief Sense of Community Scale.
The Brief Sense of Community Scale (BSCS; Peterson, Speer, & McMillan, 2008) is an
eight-item measure designed to be a reliable and valid measure of sense of community, as
originally outlined by McMillan and Chavis (1986) in their four dimension model: needs
fulfillment, group membership, influence, and emotional connection. Participants respond to
statements (e.g., “I belong in this community”) using a 5-point, Likert-type response option
format ranging from “strongly agree” to “strongly disagree.” The BSCS yields on overall sense
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of community score, as well as subscales measuring these four dimensions (two items per
dimension).Scores are calculated by averaging the items that compose a given scale. An initial
study with U.S. community members found evidence of the structural, convergent, and
discriminant validity of BSCS (Peterson et al., 2008). More recently, a version of the BSCS
translated into German also displayed excellent psychometric properties, indicating that the
BSCS may be a useful in international settings (Wombacher, Taff, Bürgi, & MacBryde, 2010).
Internal consistency for the total BSCS scale in the current study was good (α = .84). Internal
consistency for the Needs Fulfillment subscale was acceptable (α = .73) and internal
consistencies for the Group Membership (.62) and Emotional Connection (.63) subscales were
promising. Internal consistency for the Influence subscale was poor (α = .55) and will not be
used for any analyses.
Multigroup Ethnic Identity Measure-Revised.
The Multigroup Ethnic Identity Measure (MEIM; Phinney, 1992) is designed to measure
ethnic identity, a person’s self-concept concerning his or her membership in a social group(s)
and the value and emotional significance of that membership (Tajfel, 1981). Participants respond
to statements (e.g., “I feel a strong attachment towards my own ethnic group”) on a four-point
Likert-type scale ranging from “strongly disagree” to “strongly agree”. The MEIM assess two
aspects of ethnic identity: affirmation/commitment and exploration/search. The MEIM can yield
a total score including all items or specific scores for exploration and commitment by averaging
the item scores that compose a particular scale. Previous studies with diverse samples of U.S.
youth using the 12-item MEIM have supported the structural, convergent, and discriminant
validity of the measure (Roberts et al., 1999). Newer studies refined the MEIM through factor
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analytic techniques resulting in a reduction from 12 to six items for the most recent version of
the MEIM, the Multigroup Ethnic Identity Measure-Revised (MEIM-R; Phinney & Ong, 2007).
Previous studies with Tanzanian youth have utilized the 12-item version of the MEIM.
The structural validity of the MEIM was generally supported in this population, although the
internal consistency for the exploration/search factor was unacceptable (α = .39; Johnson et al.,
2012). Given the overall measurement load required for this study and the lack of universally
positive results when using the 12-item MEIM with Tanzanian youth, the MEIM-R was selected
for use in the current study. In the current study, internal consistency was good for the overall
MEIM-R score (α = .80), acceptable for the Exploration subscale (α = .70), and promising for the
Commitment subscale (α = .64).
Asset Cards
In addition to the quantitative questionnaires, focus groups were conducted with
Tanzanian youth. These focus groups add an important balance to the quantitative measures in
this study (all developed in Western settings), as they provide a perspective that is local,
emphasizing the value of lay knowledge of PYD (Halcomb et al., 2007; Popay, Rogers, &
Williams, 1998). The focus groups were conducted by a U.S. psychologist with extensive
experience in qualitative cultural research methods with the help of Tanzanian research interns
who are fluent in both Swahili, English, and tribal languages. Focus groups were conducted in
the language that is most appropriate for participants.
Focus groups were conducted in a semi-structured fashion, with specific prompts to
facilitate discussion of issues relevant to PYD, cultural values, and important community issues.
The current study focuses specifically on the part of the focus groups directed toward
developmental assets. In order to understand Tanzanian youth’s perspectives on developmental
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assets, small groups of youth (n = 2-3) were asked by a facilitator to respond to the following
prompt:
I would like you to think about what are the main assets, strengths, and qualities that
youth need in order to develop to their full potential. That is, what are the good qualities
(attitudes, values, or behaviors) that would help youth develop in a positive way, to
become role models, and to be active in helping their communities?
Each group of youth wrote responses to the prompt on the note cards for further discussion and
analysis. Data collection for asset cards varied somewhat from site to site based on available
time, student engagement, etc.
Procedures
Translation of measures.
The translation process for the current study was multifaceted, primarily utilizing
Brislin’s (1970) back-translation method. The DAP was first translated into Swahili in the spring
of 2011. The initial English to Swahili translation was conducted by a native Swahili speaker
who is a professor at small university in the southern U. S. The blind back-translation from
Swahili to English was conducted by a native Swahili speaker who was an undergraduate student
at a different, larger southern U.S. university. The two versions of the DAP were then evaluated
for conceptual equivalence by a native Swahili speaking undergraduate , a native Swahili
speaking doctoral student, and a native English speaking clinical psychologist, all from southern
U.S. institutions. To address concerns raised by this group a native Swahili speaking family
living in the southern U.S., including three Tanzanian youth, reviewed areas of discrepancy and
advised changes and corrections to be made to the DAP translation. Decisions on changes to the
DAP were made jointly by the research team, consisting of a U.S. senior undergraduate
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psychology major and a U.S. psychologist. Specific items of concern and their resolution can be
found in Cupit and Johnson (2011).
This version of the DAP, along with other PYD measures and questions were reviewed
by a Tanzanian researcher and administered in Dar es Salaam, Tanzania in the summer and fall
of 2011. These data (N = 35) showed acceptable internal consistency. In the summer of 2012,
the developers of the English DAP (Search Institute) reviewed the back-translation and provided
comments and questions about the back-translation. In the fall of 2012 both the pilot translated
version, the back-translation, and the comments were provided to a Tanzanian researcher (with
an advanced degree in social work) to correct and refine the translation, taking into consideration
the comments from the Search Institute. This researcher also translated the other measures for
the current study. This Swahili version of the DAP and other measures for the current study were
then blind back-translated and reviewed. Some of the discrepancies noted by the Search Institute
were corrected, some re-emerged, and some new issues were noted. These issues were discussed
and resolved with the research team, which consisted of three Tanzanian research interns
(described below), a U.S. psychologist, and the author of the current study, a doctoral student in
clinical psychology.
Table 4 includes a sample of some of the issues that emerged during the translation
process. Oftentimes, it was not a question of the translation being incorrect per se, but rather an
issue with the back-translation. There is more than one way to back-translate some items on the
survey from Swahili to English. This problem of “terminological synonyms” (i.e., using more
than one Swahili word for a single English word), among other issues, is a concern in English to
Swahili translations, even when professional translators are involved (Mwansoko, 2003). An
additional issue is that many of the nuances and connotations in the original English survey are
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difficult to capture exactly in Swahili. In Swahili, meaning is often arrived at in terms of the
context of the conversation, including cues such as the setting, tone, expressiveness, and
relationship of the people involved (i.e., age and gender differences). Obviously, this is difficult
to capture in a written survey. Some researchers have suggested that written Swahili may be
more difficult to understand than written English because Swahili was developed primarily as an
oral language (Kithinji & Kass, 2010).
Initial pilot data of the translated measures was assessed for internal consistency, testretest reliability, language equivalency, and convergent validity (Drescher and Johnson, 2013a;
2013b). Across both rounds of pilot data, the DAP total, internal, and external asset scores
demonstrated excellent internal consistency (α’s ≥ .85). Additionally, the majority of DAP scales
demonstrated at least promising internal consistency (α’s ≥ .60). Test-retest reliability was more
variable, showing poor test-retest reliability (r < .60) across DAP scales in one sample (Drescher
& Johnson, 2013a), but acceptable temporal stability for half of the DAP scales in a second
sample (Drescher & Johnson, 2013b). Language equivalency was also variable, but all but one
DAP scale (boundaries & expectations) showed at least a small significant relation, with
correlations ranging from .17 to .47. Convergent validity was generally good, with DAP scales
significantly and positively correlating with measures of other PYD constructs.
Training of research interns.
Before survey administration began, Tanzanian research interns were selected and trained
to administer the survey. After reviewing their résumés, persons who were teachers or worked
with youth in some other capacity were selected to be research interns by a U.S clinical
psychologist and a Tanzanian youth development professional. Over a four-day training period,
research interns gathered in Moshi, Tanzania and were oriented to the PYD model and the
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developmental assets paradigm by a U.S. psychologist and the author of the current study. Next,
the interns reviewed the DAP measure in English and Swahili individually and in small group
discussions. Finally, a U.S. psychologist reviewed the measure with them to make sure that the
items and procedures were understood. The interns were then put into pairs and observed
administering the Swahili survey with each other and then with Tanzanian youth, after which
they received feedback from the research team.
Survey administration.
Survey administration procedures for the current study are as follows. Tanzanian research
interns identified sites for study participation in their home regions and garnered all appropriate
permissions from officials and councilmen. At these sites, youth were divided into groups and
each youth was given a printed copy of the survey packet. Research interns then administered the
survey orally to each group. Interns read the invitation to participate in the study and reviewed
the general instructions. As most youth outside of the U.S. are not familiar with scaled measures
or surveys (e.g., Likert-type items) research interns provided extra explanation of the response
options for these items. Interns then read the survey items out loud, pausing briefly for students
to complete each item. Youth queries were answered without excessive elaboration.
Hypotheses
Hypothesis 1. The DAP total, internal and external asset, asset category, and context area
scores will demonstrate acceptable internal reliability (α > .60), except for the constructive use of
time asset category, which has consistently shown poor internal reliability in U.S. and
international samples (Scales, 2011).

44

Hypothesis 2. Overall, DAP scores will be positively and significantly related to other
PYD outcomes, namely self-efficacy, civic participation, sense of community, and ethnic
identity.
Hypothesis 2a. Internal assets will be more strongly associated with self-efficacy than
external assets (see Figure 1).
Hypothesis 2b. Among the DAP asset categories, positive identity and social
competencies will be most strongly related to self-efficacy (see Figure 2).
Hypothesis 2c.External assets will have a stronger relation with civic participation than
internal assets (see Figure 1).
Hypothesis 2d. Among the context areas, community will have the strongest relation with
civic participation (see Figure 3).
Hypothesis 2e. External assets will be more strongly associated with sense of community
than internal assets (see Figure 1).
Hypothesis 2f. Among the DAP asset categories, empowerment will be most strongly
related to sense of community (see Figure 2).
Hypothesis 2g. The strongest relations among DAP context areas and sense of
community will between the community context area and sense community (see Figure 3).
Hypothesis 2h. Internal assets will be more strongly associated with ethnic identity
commitment than external assets (see Figure 1).
Hypothesis 3. DAP scores will be unevenly distributed across the four DAP score
interpretative ranges (low, fair, good, excellent), with greater proportions of students scoring in
the good and excellent ranges.
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Hypothesis 4. DAP scores will vary as a function of contextual (community size, sample
classification, school attendance, economic condition) and demographic (gender, age) factors.
Hypothesis 4a.Youth who are from smaller areas, classified as at-risk, who report less
school attendance, and who endorse a lower economic condition will demonstrate lower
DAP scores than youth who are from more populated areas, are not classified as at-risk,
who report higher levels of school attendance, and who report a higher economic
condition.
Hypothesis 4b.Girls and younger youth will score higher on the DAP scales than boys
and older youth.
Hypothesis 5. Qualitative reports of PYD in Tanzania gathered in focus groups will
generally be accounted for by the asset categories of the DAP.
Hypothesis 5a. Some areas of PYD identified in qualitative responses will not be
included in the DAP, specifically protection of the environment, physical appearance, and
wisdom.
Design and Analysis
Quantitative data.
Data will be inspected and issues regarding missing and invalid data will be addressed as
necessary for individual analyses. Generally, data will be excluded in a pairwise fashion for tests
and only excluded from analysis in a listwise fashion if a participant has excessive missing DAP
items as outlined by the DAP scoring manual (missing items ≥ 6; Search Institute, 2005). Given
the large dataset and abundance of analyses being completed, a p-value of .01 will be used as a
measure of statistical significance for all analyses. Descriptive statistics (e.g., means, range,
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standard deviations, quartiles) will be calculated for each DAP scale and individual items.
Beyond this descriptive data, various analyses will be computed to address each hypothesis.
Hypothesis 1.
To assess Hypothesis 1, Cronbach’s α will be computed for all DAP scale scores (total
score, internal and external assets, asset categories, and context areas). Given that previous
research with U.S. and international samples has yielded unacceptable internal consistency
scores for some of the DAP scale scores, the Cronbach’s α for each scale will be examined if a
single item was removed (as suggested by Tweed & Delongis, 2009). This will help elucidate
items that may be responsible for poor internal consistencies of certain DAP scales, and highlight
areas for further review and revision of the Swahili version of the DAP. Scores that demonstrate
low reliability within the current study (α < .60) will be excluded from further analyses.
Hypothesis 2.
To assess Hypothesis 2, a correlation matrix will be produced for all measured variables.
Although statistical significance at the .01 level will be a prerequisite for interpreting any
observed relations, this criterion alone is not sufficient given the large sample size expected in
this study. Alternatively, more weight will be given the strength of the correlation using Cohen’s
(1992) guidelines for interpretation: small, r ≥ .10; medium, r ≥ .30; and large, r ≥ .50.
In order to assess Hypotheses 2a – 2h a series of multiple regression analyses will be
completed. Before completing the regression analysis, data will be screened for univariate
outliers using the guidelines suggested by Tabachnick and Fidell (2007). For continuous
variables, cases that are more than 3.29 SD from the mean will be excluded from analysis. Each
group of IV’s will also be assessed for multicolinearity. For any pair of IVs that correlate at the
.9 level or above, one of the variables will be removed from the analysis. Additionally, the
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condition index will be examined after the regression analysis has been completed. When
condition indices exceed 15, variables will be centered to address multicolinearity. Examination
of residual scatterplots will be used to assess the assumptions of normality, linearity, and
homoscedasticity. Finally, outliers in the solution will be examined via plots of leverage and
residuals. Cases with standardized residuals greater than 3.29 or less than -3.29 will be
eliminated.
Four separate multiple regression will be completed using the internal/external assets as
independent variables and self-efficacy, civic participation, sense of community, and ethnic
identity scores as the dependent variables, respectively (Hypotheses 2a, 2c, 2e, and 2h).
Additionally two multiple regressions will be computed with asset category scale scores
regressed on self-efficacy and sense community score (Hypotheses 2b and 2f). Finally, two
multiple regressions with the context area scale score regressed on civic participation and sense
of community will be computed (Hypothesis 2d and 2g). In each case squared semi-partial
correlations will be used to assess the relative strength of the relationships between an individual
independent variable and the dependent variable in a given analysis. For example, to assess
Hypothesis 2a (that internal assets will be more strongly associated with self-efficacy than
external assets), I will examine the squared semi-partial correlations for internal and external
assets within the regression predicting self-efficacy scores, with the expectation that the internal
assets will have a higher value.
Hypothesis 3.
To assess Hypothesis 3, DAP scores will be categorized as low, fair, good, or excellent
using the interpretive ranges suggested by the Search Institute (2005). For the DAP total score
the score will be categorized using the following criteria: 0-29 = low, 30-40 = fair, 41-50 = good,
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and 51-60 = excellent. For all other DAP scores the criteria of 0-14 = low, 15-20 = fair, 21-25 =
good, and 26-30 = excellent will be used. To determine if the sample is unevenly distributed
across these four interpretive ranges χ2 tests assuming equal numbers in each interpretative range
will be used for each DAP scale. The spread of DAP scores in terms of the observed quartiles
and graphical displays of the distributions of scores will also offer information pertaining to this
hypothesis.
Hypothesis 4.
To assess Hypothesis 4, a series of 16 seven way ANOVAs will be performed.
Additionally, if more than 90% of cases fall within one category for the dichotomous variables in
these ANOVAs, that variable will be excluded from the analyses. The predictor variables in this
analysis will be extracurricular involvement (yes vs. no), vulnerability status (yes vs. no),
community size (town vs. village), school attendance (attends every day vs. attends most days or
less), economic condition (not enough means to meet basic needs vs. usually or always enough
to meet basic needs), age (median split into younger and older age groups), and gender (boys vs.
girls). The categories were collapsed for school attendance because of the small proportion of
participants reported attending school less than most days (n = 78, 6.3%). Likewise, the response
of always have enough to meet basic needs and usually have enough to meet basic needs were
combined because of the small number of participants reporting always have enough to meet
basic needs (n = 106, 8.5%). The outcome variables will be each of the 16 DAP scales scores
(total score, internal/externals assets, eight asset categories, and five context areas).
Because unequal cell sizes are expected, type II sum of squares will be utilized (Overall
& Spiegel, 1969; Tabachnick & Fidell, 2007). Although Hypothesis 4 only predicts main effects
of variables, two way interactions will be investigated as part of an exploratory analysis. Given
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the lack of predicted interactions and difficulty of interpretation, high order interactions (three
way, four way, etc.) will not be included in the analyses. As with the other analyses, effect size
(i.e., partial-η2) will be given more weight than statistical significance and will be interpreted
using Cohen’s (1988) guidelines: .01 = small, .06 medium, and .14 = large.
Qualitative data.
To assess Hypothesis 5, responses on “asset cards” will be content analyzed and coded.
Two coders (psychology graduate students) will code at each level of analysis. Responses will be
assigned a code for one of the five context areas and one of the eight asset categories of the DAP.
Each area and category description from the DAP manual (Search Institute, 2005) will be used as
a guide for coding (see Tables 5 and 6).
If a response does not clearly fit into a context area and/or asset category it will be coded
as not being captured by the existing DAP framework. These responses will be reviewed by the
study’s author to identify themes that emerged from this group. Although this will be an
exploratory, supplemental analysis, it may reveal areas of youth development in Tanzania that
have previously been ignored by academic researchers.
The codes will be assessed for reliability. For the context area and asset category coding,
κ will be computed for each rating level as a measure of inter-rater reliability. Using the
guidelines suggested by Landis and Koch (1977), at least fair reliability (κ > .20) will need to be
achieved in order for the category to be retained. Exemplars of cards coded as belonging to
specific asset categories and context areas supplement findings from the quantitative analysis.
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III. RESULTS

Sample Description
Initial data collection yielded a sample of 1409 Tanzanian youth. Youth were excluded
from data analysis for two reasons. First youth that had more than six missing DAP items (n =
114, 12%) were excluded from all analyses (as recommended by the Search Institute), as the
DAP is the focus of the current project.
After this was completed, data was screened for age. The aim of the study was to recruit
youth ages 14-17 for the study. However, due to issues such as inability to pay school fees,
unstable living conditions, etc. many students fall behind in school. This creates a situation
where youth in their mid-twenties are still enrolled in high school classes. So, even when data
collection occurred in setting where the youth “should” have been 14-17, older youth and
emerging adults occasionally completed the forms. I decided to allow youth reporting an age of
11-18 to remain in the current study as this is the target age range for the DAP. An additional 54
youth (4%) were excluded from the current analysis for either reporting an age over 18 or not
reporting an age (no participants reported an age of less than 12). This left a sample size of 1241
Tanzanian youth for all future analyses.
Several analyses were completed to compare excluded youth and included youth. Means
for continuous/ordinal variables (age, school attendance, grade, parental education, SES, DAP
scores, CPI, GSE, BSCS scores, and MEIM scores) were compared via t-tests. As expected
excluded participants were slightly older (M = 15.71, SD = 5.608) than included participants (M
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= 15.38, SD = 1.230, t (1380) = 1.743, p < .001). Additionally, excluded youth reported a higher
level of civic engagement on the CPI (M = 40.11, SD = 17.123) than included youth (M = 15.38,
SD = 1.230, t(818) = 1.743, p < .001), higher scores on the Social Competencies asset category (M
= 24.88, SD = 3.225) than included participants (M = 23.29, SD = 4.358, t(1293) = 2.650, p =
.010), and higher scores on the Personal context area (M = 25.35, SD = 2.927) than included
participants (M = 23.90, SD = 3.890, t(1293) = 2.694, p = .024). No other significant differences
were evident.
Descriptive statistics for the 1241 retained participants are presented in Tables 7 and 8.
The age of the sample ranged from 12 to 18, with a mean age of 15.38 (SD = 1.230). The
majority of youth reported attending school every day (n = 972, 78.3%) or most days (n = 171,
13.8%), and most students were in secondary school (n = 962, 77.5%) The sample was split
nearly evenly between girls (n = 605, 48.8%) and boys (n = 610, 49.2%).
Nearly three quarters of the sample lived with their parents (n = 888, 71.6%). Youth
reported that the majority of fathers (n = 935, 75.3%) and mothers (n = 974, 78.5%) had
completed at least a primary education. For both parents completion of primary school only was
the modal response. The majority of participants reported that their families “usually had enough
money to meet basic needs” (n = 698, 56.2%). However, one third of the sample reported “not
having enough money to meet basic needs” (n = 412, 33.2%).
Data was collected from youth in 11 different regions in Tanzania. Over one fifth of the
sample hailed from the Kilimanjaro region (n = 258, 20.8%), with Mbeya (n = 175, 14.1%) and
Arusha (n = 133, 10.7%) being the other most common regions. Most youth reported living in a
“town” (n = 823, 66.3%). As expected the majority of youth reported being either Christian (n =
874, 70.4%) or Muslim (n = 295, 23.8%). Reflecting the ethnic diversity of Tanzania, over 100
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different ethnicities were reported through the free response item of the MEIM-R. The most
common responses were Chagga (n = 105, 8.5%), Massai (n = 78, 6.3%), and Nyakyusa (n = 77,
6.2%), with 20.1% (n = 250) of participants not answering this item.
Initially it was proposed that youth would be classified into the mutually exclusive
categories of involved in extracurricular activities, regular students, or at risk students. However,
through discussions with research interns it became clear that this system would not accurately
capture the diversity of youth being surveyed. Some youth were both at risk and involved in
extracurricular activities for example. Therefore, the classification system was revised to include
a dichotomous (yes/no) classification on two variables: vulnerable (i.e., at risk) and
extracurricular activity involvement. This system more fully describes the groups included in this
sample and also is more consistent with the PYD tenet that even the most vulnerable children can
be reached by programming that promotes their positive development (Damon, 2004). Overall
25.3% of sample (n = 314) was classified as vulnerable and 32.7% of the sample (n = 406) was
classified as having extracurricular activity involvement. See Table 9 for these classifications, as
well as a brief explanation of each group that was included in the current sample.
Quantitative Results
Descriptive statistics.
Descriptive statistics (e.g., means, range, standard deviations) for each DAP scale and
item are present in Tables 10 and 11, respectively. The highest rated asset category was
Commitment to Learning (M = 24.78, SD = 4.167) and the lowest was Constructive Use of Time
(M = 21.23, SD = 5.837). Among the context areas School was rated the highest (M = 24.34, SD
= 4.244) and Community was rated the lowest (M = 20.73, SD = 5.034). Overall, internal assets
(M = 23.55, SD = 3.629) were rated slightly higher than external assets (M = 22.74, SD = 4.117).
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At the individual item level the highest rated item was item five (“I enjoy reading or
being read to.”). The lowest rated item was item 40 (“I am involved in creative things such as
music, theater, or art.”). Items varied in their rates of being left unanswered from 0.5% (item 58
“I have a family that knows where I am and what I am doing.”) to 5.0% (item 8, “I do my
homework.”).
Hypothesis 1.
Internal consistencies.
Internal consistencies for all DAP scales are reported with descriptive information in
Table 10. Using Scales (2011) guidelines for international DAP research, all DAP scales except
for Constructive Use of Time (α = .47) had at least promising internal consistency (α ≥ .60).
Therefore, the Constructive Use of Time asset category will be excluded from all future analyses.
All context areas had an internal consistency that was acceptable for research (.80 > α ≥ .70),
except for the Social context area, which had a “good” internal consistency (α = .80). The
External (α = .88) and Internal (α = .89) assets scales both had good internal consistency and the
Total DAP score had an excellent internal consistency (α = .94).
For the asset categories that did not achieve an internal at least .70 (i.e., Empowerment,
Constructive Use of Time, Commitment to Learning, Social Competencies, and Positive
Identity), α if a single-item was removed was examined to see if an individual item might be
driving the low internal consistencies of these scales. However, in no case was it found that a
removal of a single item would improve the consistencies of these asset categories.
Hypothesis 2.
Correlations.
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Bivariate correlations between all DAP scales and PYD variables (self-efficacy, civic
participation, sense of community, and ethnic identity) are shown in Table 12. All correlations
between DAP scales and PYD variables were positive and significant at the p < .001 level,
except for correlations with the CPI. Only two asset categories (Positive Values and Social
Competencies) and one context area (Community) significantly correlated with CPI scores.
Using Cohen’s (1992) guidelines, the magnitude of the significant relations was in the small to
medium range (.50 > r ≥ .10), except for the relation between the Community context area and
the total MEIM-R score (r = .50), which would be considered large.
Multiple regressions.
Results of each of the multiple regressions are reported in Table 13. For all analyses
independent variables were centered to reduce multicolinearity.
The overall model predicting GSE scores from Internal and External Asset scores was
significant (F (2,996) = 132.288, p < .001, R2 = .210). Internal Assets (t = 6.565, β = .297, p < .001,
sr2 =.034) and External Assets (t = 4.121, β = .187, p < .001, sr2 = .013) significantly,
individually predicted GSE scores.
For the regression with asset categories predicting GSE scores, the overall model was
significant (F (7,970) = 38.163, p < .001, R2 = .216). Among the asset categories Positive Values (t
= 5.439, β = .235, p < .001, sr2 = .024), Positive Identity (t = 3.486, β = .135, p = .001, sr2 =
.010), Social Competencies (t = 2.916, β = .126, p = .004, sr2 = .007), and Support (t = 3.112, β =
.144, p = .002, sr2 = .008), were significant individual predictors of GSE scores.
The model with External and Internal asset scores predicting CPI scores was not
significant (F (2,745) = 2.849, p = .059, R2 = .008).
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However, the overall model of the context areas predicting CPI scores was significant (F
(5,725)

= 15.200, p < .001, R2 = .095). Community (t = 8.296, β = .405, p < .001, sr2 = .086) and

Family (t = -2.918, β = -.152, p = .004, sr2 = .011) were significant individual predictors of CPI
scores.
The overall model of External and Internal assets predicting BSCS scores was significant
(F (2, 1120) = 124.122, p < .001, R2 = .181). External (t = 5.122, β = .224, p < .001, sr2 = .019) and
Internal assets (t = 5.186, β = .227, p < .001, sr2 = .020) were both significant individual
predictors of BSCS scores.
The overall model of asset categories predicting BSCS scores was significant (F (7, 1080) =
41.307, p < .001, R2 = .211). Positive Values was the only significant individual predictor of
BSCS scores (t = 6.859, β = .286, p < .001, sr2 = .034).
Additionally, the model with context areas predicting BSCS scores was significant (F (5,
1098)

= 69.220, p < .001, R2 = .240). Community was the only significant individual predictor of (t

= 10.378, β = .380, p < .001, sr2 = .075) of BSCS scores.
The overall model with Internal and External assets predicting MEIM-R scores was
significant (F (2, 1121) = 189.711, p < .001, R2 = .253). Internal Assets (t = 3.703, β = .156, p <
.001, sr2 = .009) and External Assets (t = 8.826, β = .371, p < .001, sr2 =.052) were both
individually significant predictors.
Hypothesis 3.
Descriptive statistics.
The frequency and percentage of youth scoring in each of the four DAP interpretative
ranges for every DAP scale can be found in Table 14. For all DAP scales except the Community
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context area, the most common DAP scale score was in the excellent or good range. For the
Community context area the most common score was in the fair range (n = 437, 35.2%)
χ2 tests.
Results of χ2 goodness of fit tests for each DAP scale are displayed in Table 15. The null
hypothesis (equal number of participants in each interpretative range) was rejected for all scales
at the p < .001 level. For all of the DAP scales, the observed frequency of youth scoring at the
“good” level was higher than expected and the observed frequency of youth scoring at the “low”
level was lower than expected. For most DAP scales the observed frequency of youth scoring at
the “excellent” level was higher than expected. The exceptions were the Positive Values asset
category and the Community context area where the observed values were less than the expected
values. Likewise, for most DAP scales the observed frequency in the “fair” range was lower than
would be expected. However, for the Empowerment and Positive Values asset categories, the
Community context area, and the External Assets the observed frequency in the “fair” range was
higher than would be expected.
As post hoc follow-up analyses, additional χ2 goodness of fit tests were completed for
each DAP scale, following the expected percentages suggested by the Search Institute (2013).
The Search Institute suggests that 5-15% of responses should fall within the low and excellent
ranges, with the rest of responses distributed across the fair and good ranges. Knowing that the
excellent range was over represented within the current sample, the expected proportion of
responses for the excellent range was set at the up limit of the suggested range (i.e., 15%), the
lower limit was selected for the low range (i.e., 5%), and the remaining 80% was split evenly
across the good and fair ranges (i.e., 40% for each range). All χ2 goodness of fit tests were
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significant, with the observed number of responses in the excellent range being greater than the
expected number of responses for every DAP scale.
Hypothesis 4.
ANOVAs.
Results of the ANOVAs are presented in Tables 16 – 30. For the ANOVA using the Total
DAP score as a dependent variable, the only significant main effect was vulnerability status (F (1,
1128)

= 8.276, p = .004, partial-η2 = .007). Youth were part of a vulnerable group (M = 44.58, SE

= 0.563) scored lower than youth who were not part of a vulnerable group (M = 47.57, SE =
0.407). Additionally, there was a significant interaction between vulnerability status and
extracurricular involvement (F (1, 1128) = 8.488, p = .004, partial-η2 = .007; see Figure 4). Simple
effects analysis revealed that for youth not involved in an extracurricular activity vulnerability
status did not have a significant effect (F (1, 1128) = 3.044, p = .081, partial-η2 = .003); however,
for youth who were involved in extracurricular activities there was a significant effect of
vulnerability status (F (1, 1128) = 20.826, p < .001, partial-η2 = .018). Among youth involved in
extracurricular activities, vulnerable youth had lower Total DAP scores (M = 43.49, SE = 0.859)
than non-vulnerable youth (M = 48.14, SE = 0.623).
For the ANOVA using External Assets as the dependent variable, the only significant
main effect was community size (F (1, 1127) = 6.946, p = .009, partial-η2 = .006). Rural youth (M =
22.96, SE = 0.298) scored higher than urban youth (M = 22.45, SE = 0.239). Additionally, there
was a significant interaction between vulnerability status and extracurricular involvement (F (1,
1127) =

7.688, p = .006, partial-η2 = .007; see Figure 5). Simple effects analysis revealed that for

youth not involved in an extracurricular activity vulnerability status did not have a significant
effect (F(1, 1127) = .608, p = .436, partial-η2 = .001); however, for youth who were involved in
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extracurricular activities there was a significant effect of vulnerability status (F (1, 1127) = 13.535,
p < .001, partial-η2 = .012). Among youth involved in extracurricular activities, vulnerable youth
had lower External Assets (M = 21.48, SE = 0.489) than non-vulnerable youth (M = 23.61, SE =
0.355).
For the ANOVA using Internal Assets as the dependent variable, there were significant
main effects for age (F (1, 1125) = 7.170, p = .008, partial-η2 = .006) and vulnerability status (F (1,
1125) =

12.845, p < .001, partial-η2 = .011). Older youth (M = 23.77, SE = 0.251) scored higher

than younger youth (M = 23.12, SE = 0.211). Vulnerable youth (M = 22.64, SE = 0.277) scored
lower than non-vulnerable youth (M = 24.25, SE = 0.199). Additionally, there was a significant
interaction between vulnerability status and extracurricular involvement (F (1, 1125) = 9.731, p =
.002, partial-η2 = .009; see Figure 6). Simple effects analysis revealed that for youth not involved
in an extracurricular activity vulnerability status did not have a significant effect (F(1, 1125) =
3.778, p = .052, partial-η2 = .003); however, for youth who were involved in extracurricular
activities there was a significant effect of vulnerability status (F (1, 1125) = 24.570, p < .001,
partial-η2 = .021). Among youth involved in extracurricular activities, vulnerable youth had
lower Internal Assets (M = 22.07, SE = 0.421) than non-vulnerable youth (M = 24.54, SE =
0.305).
For the ANOVA using the Support asset category as the dependent variable, the only
significant effect was for vulnerability (F (1, 1124) = 7.170, p = .008, partial-η2 = .006). Vulnerable
youth (M = 24.22, SE = 0.267) scored lower than non-vulnerable youth (M = 22.27, SE = 0.367).
For the ANOVA using the Empowerment asset category as the dependent variable, the
only significant effect was for SES (F (1, 1122) = 6.853, p = .009, partial-η2 = .006). Youth who
reported not having enough resources to meet basic needs (M = 23.18, SE = 0.338) scored higher
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than youth who reported usually or always having enough money to meet basic needs (M =
22.18, SE = 0.301).
For the ANOVA using the Boundaries & Expectation asset category as the dependent
variable, there were significant main effects for gender (F (1, 1123) = 7.991, p = .005, partial-η2 =
.007) and vulnerability status (F (1, 1123) = 20.924, p < .001, partial-η2 = .018). Girls (M = 24.12,
SE = 0.311) scored higher than boys (M = 22.97, SE = 0.278). Vulnerable youth (M = 22.64, SE
= 0.277) scored lower than non-vulnerable youth (M = 24.25, SE = 0.199). Additionally, there
was a significant interaction between vulnerability status and extracurricular involvement (F (1,
1123) =

11.114, p = .001, partial-η2 = .010; see Figure 7). Simple effects analysis revealed that for

youth not involved in an extracurricular activity vulnerability status did not have a significant
effect (F(1, 1123) = 5.826, p = .016, partial-η2 = .005); however, for youth who were involved in
extracurricular activities there was a significant effect of vulnerability status (F (1, 1123) = 30.632,
p < .001, partial-η2 = .027). Among youth involved in extracurricular activities, vulnerable youth
had lower Boundaries & Expectations scores (M = 21.71, SE = 0.531) than non-vulnerable youth
(M = 25.18, SE = 0.384). Also, there was a significant interaction between vulnerability status
and gender (F (1, 1123) = 11.709, p = .001, partial-η2 = .010; see Figure 8). Simple effects analysis
revealed that for girls vulnerability status did not have a significant effect (F (1, 1123) = 4.774, p =
.029, partial-η2 = .004); however, for youth who were involved in extracurricular activities there
was a significant effect of vulnerability status (F (1, 1123) = 42.902, p < .001, partial-η2 = .037).
Among boys, vulnerable youth had lower Boundaries & Expectations scores (M = 21.27, SE =
0.407) than non-vulnerable youth (M = 24.66, SE = 0.351).
For the ANOVA using the Commitment to Learning asset category as the dependent
variable, there were significant main effects for school attendance (F (1, 1125) = 7.529, p = .006,
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partial-η2 = .007) and vulnerability status (F (1, 1125) = 26.116, p < .001, partial-η2 = .023). Youth
who attended school every day (M = 24.70, SE = 0.201) scored higher than youth who attended
school most days, some days, rarely, or not at all (M = 23.96, SE = 0.316). Vulnerable youth (M
= 23.16, SE = 0.313) scored lower than non-vulnerable youth (M = 25.50, SE = 0.226).
Additionally, there was a significant interaction between vulnerability status and extracurricular
involvement (F (1, 1125) = 15.202, p < .001, partial-η2 = .013; see Figure 9). Simple effects analysis
revealed that for youth not involved in an extracurricular activity vulnerability status did not
have a significant effect (F(1, 1125) = 6.745, p = .010, partial-η2 = .006); however, for youth who
were involved in extracurricular activities there was a significant effect of vulnerability status (F
(1, 1125) =

39.908, p < .001, partial-η2 = .034). Among youth involved in extracurricular activities,

vulnerable youth had lower Commitment to Learning scores (M = 22.49, SE = 0.477) than nonvulnerable youth (M = 26.06, SE = 0.345). Also, there was a significant interaction between
vulnerability status and community size (F (1, 1125) = 6.780, p = .009, partial-η2 = .006; see Figure
10). Simple effects analysis revealed that for vulnerable youth community size did not have a
significant effect (F (1, 1125) = 1.038, p = .309, partial-η2 = .001); however, for non-vulnerable
youth there was a significant effect of community size (F (1, 1125) = 8.057, p = .005, partial-η2 =
.007). Among non-vulnerable youth, urban youth had lower Commitment to Learning scores (M
= 24.93, SE = 0.241) than rural youth (M = 26.07, SE = 0.353).
For the ANOVA using the Positive Values asset category as the dependent variable, the
only significant effect was for SES (F (1, 1126) = 14.773, p < .001, partial-η2 = .013). Youth who
reported not having enough resources to meet basic needs (M = 23.03, SE = 0.303) scored higher
than youth who reported usually or always having enough money to meet basic needs (M =
21.94, SE = 0.271).
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Although the overall model was significant (F (28, 1125) = 2.109, p = .001, partial-η2 =
.050), no individual variables had a significant effect on the Social Competencies asset category.
For the ANOVA using the Positive Identity asset category as a dependent variable, the
only significant main effect was vulnerability status (F (1, 1124) = 18.014, p < .001, partial-η2 =
.016). Youth were part of a vulnerable group (M = 22.70, SE = 0.334) scored lower than youth
who were not part of a vulnerable group (M = 24.73, SE = 0.240). Additionally, there was a
significant interaction between vulnerability status and extracurricular involvement (F (1, 1124) =
8.454, p = .004, partial-η2 = .007; see Figure 11). Simple effects analysis revealed that for youth
not involved in an extracurricular activity vulnerability status did not have a significant effect (F
(1, 1124) =

5.315, p = .021, partial-η2 = .005); however, for youth who were involved in

extracurricular activities there was a significant effect of vulnerability status (F (1, 1124) = 24.958,
p < .001, partial-η2 = .022). Among youth involved in extracurricular activities, vulnerable youth
had lower Total DAP scores (M = 22.11, SE = 0.507) than non-vulnerable youth (M = 25.11, SE
= 0.368).
For the ANOVA using the Personal context area as the dependent variable, there were
significant main effects for vulnerability status (F (1, 1124) = 6.853, p = .009, partial-η2 = .006) and
age (F (1, 1124) = 6.853, p = .009, partial-η2 = .006). Vulnerable youth (M = 22.81, SE = 0.293)
scored lower than non-vulnerable youth (M = 24.67, SE = 0.211). Older youth (M = 24.13, SE =
0.265) scored higher than younger youth (M = 23.36, SE = 0.265) in the Personal context area.
For the ANOVA using the Social context area as a dependent variable, the only
significant main effect was vulnerability status (F (1, 1123) = 8.676, p = .003, partial-η2 = .008).
Youth who were part of a vulnerable group (M = 22.58, SE = 0.320) scored lower than youth
who were not part of a vulnerable group (M = 24.20, SE = 0.230). Additionally, there was a
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significant interaction between vulnerability status and extracurricular involvement (F (1, 1123) =
6.769, p = .009, partial-η2 = .006; see Figure 12). Simple effects analysis revealed that for youth
not involved in an extracurricular activity vulnerability status did not have a significant effect (F
(1, 1123) =

3.220, p = .073, partial-η2 = .003); however, for youth who were involved in

extracurricular activities there was a significant effect of vulnerability status (F (1, 1123) = 18.121,
p < .001, partial-η2 = .016). Among youth involved in extracurricular activities, vulnerable youth
had lower Social context area scores (M = 22.07, SE = 0.491) than non-vulnerable youth (M =
24.52, SE = 0.354).
For the ANOVA using the Family context area as a dependent variable, the only
significant main effect was vulnerability status (F (1, 1123) = 21.689, p < .001, partial-η2 = .019).
Youth were part of a vulnerable group (M = 22.50, SE = 0.336) scored lower than youth who
were not part of a vulnerable group (M = 24.74, SE = 0.244). Additionally, there was a
significant interaction between vulnerability status and gender (F (1, 1123) = 7.516, p = .006,
partial-η2 = .007; see Figure 13). Simple effects analysis revealed that for girls vulnerability
status did not have a significant effect (F (1, 1123) = 6.647, p = .010, partial-η2 = .006); however,
for boys there was a significant effect of vulnerability status (F (1, 1123) = 37.755, p < .001, partialη2 = .033). Among boys involved in extracurricular activities, vulnerable youth had lower Family
context area scores (M = 21.45, SE = 0.393) than non-vulnerable youth (M = 24.54, SE = 0.340).
For the ANOVA using the School context area as the dependent variable, there were
significant main effects for gender (F (1, 1125) = 11.670, p = .001, partial-η2 = .010) and
vulnerability status (F (1, 1125) = 13.719, p < .001, partial-η2 = .012). Girls (M = 24.45, SE = 0.287)
scored higher than boys (M = 23.78, SE = 0.255). Vulnerable youth (M = 22.99, SE = 0.320)
scored lower than non-vulnerable youth (M = 25.24, SE = 0.231). Additionally, there was a
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significant interaction between vulnerability status and extracurricular involvement (F (1, 1125) =
15.577, p < .001, partial-η2 = .014; see Figure 14). Simple effects analysis revealed that for youth
not involved in an extracurricular activity vulnerability status did not have a significant effect
(F(1, 1125) = 4.93, p = .026, partial-η2 = .004); however, for youth who were involved in
extracurricular activities there was a significant effect of vulnerability status (F (1, 1125) = 36.929,
p < .001, partial-η2 = .032). Among youth involved in extracurricular activities, vulnerable youth
had lower Commitment to Learning scores (M = 22.37, SE = 0.489) than non-vulnerable youth
(M = 25.89, SE = 0.354). Also, there was a significant interaction between vulnerability status
and community size (F (1, 1125) = 7.425, p = .007, partial-η2 = .007; see Figure 15). Simple effects
analysis revealed that for vulnerable youth community size did not have a significant effect (F (1,
1125) =

1.191, p = .275, partial-η2 = .001); however, for non-vulnerable youth there was a

significant effect of community size (F (1, 1125) = 8.628, p = .003, partial-η2 = .008). Among nonvulnerable youth, urban youth had lower School context area scores (M = 24.63, SE = 0.247)
than rural youth (M = 25.84, SE = 0.361).
For the ANOVA using the Community context area as the dependent variable, the only
significant effect was for SES (F (1, 1128) = 8.027, p = .005, partial-η2 = .007). Youth who reported
not having enough resources to meet basic needs (M = 21.60, SE = 0.350) scored higher than
youth who reported usually or always having enough money to meet basic needs (M = 20.77, SE
= 0.313).
Qualitative Results
Hypothesis 5.
Four samples of qualitative data were collected. The first sample included youth from
four schools adjacent to the Mweka Jane Goodall conservation site at the Base of Mt
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Kilimanjaro, Tanzania. Participants were mixed gender youth involved in extracurricular
activities, chosen for their leadership roles and capabilities in English. The second sample was an
all girl sample of Maasai youth from a boarding and day school in Arusha, Tanzania. The last
two samples were collected from a center for street children in Kilimanjaro, Tanzania. Data was
collected from one larger group (N = 25) and one smaller group (N = 8). Sample selection was
largely related to convenience and research questions beyond the scope of the current project.
This sample is not representative of all Tanzanian youth or all youth included in the quantitative
aspect of the current study; however, an effort was made to include involved/exemplar youth
(Mweka sample), ethnic minority/marginalized youth (Maasai sample), and vulnerable youth
(street children sample).
Across the samples, inter-rater reliability was found to be moderate for both asset
categories (κ = .5492) and context areas (κ = .4641; Landis & Koch, 1977). The most commonly
mentioned asset category was Commitment to Learning (e.g., “providing education” and “love
studying”). The least common asset category response was Constructive Use of Time, which was
noted only once (“pray hard”). Among the context areas, the most common code was Personal
(e.g., “confidence” and “self-awareness”). The least commonly coded context area was Family
(e.g., “parental attention” and “advice from their parents”). See Table 31 for further examples of
responses coded in the various asset categories and context areas.
For both the asset categories and context areas, there were a number of responses that did
not fit into the DAP framework. In fact, the most common code for the asset categories was “no
category.” Among responses unable to be classified for an asset category and/or a context area,
themes emerged reflecting environmental responsibility (e.g., “by protecting the environment”
and “planting trees”), social services (e.g. “provision of health care” and “proper social
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services”), countering traditions (e.g., “by avoiding local beliefs like superstitions” and “people
should stop bad ways of tradition”), and occupational development (e.g., “entrepreneurship
skills” and “by giving loans to run different activities”). See Table 32 for more examples of the
responses falling outside of the Developmental Assets Framework.
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IV. DISCUSSION
The results of the current study were varied and supported some, but not all, of the
proposed hypotheses. The results pertaining to each specific hypothesis will be discussed in turn,
followed by a general discussion integrating the results from PYD, multicultural, and
psychometric perspectives. Finally, strengths and limitations, as well as future research
directions will be explicated. An overview of the discussion can be found in Table 34.
Specific Hypotheses
Hypothesis 1.
Hypothesis 1 was generally supported by the data. All DAP scales reached at least
“promising” internal consistency (α > .60) as defined by Scales (2011), except for the
Constructive Use of Time asset category that has also demonstrated poor internal consistency in
U.S. samples (Scales, 2011). However, Scales’ guidelines are liberal and other authors would
suggest that the minimally acceptable level of internal consistency should be .65 (DeVellis,
2003) or even .70 (Nunnally, 1978). Using the .65 guideline, two additional asset categories do
not reach the minimal level of internal consistency (Empowerment and Positive Identity).
Furthermore, both Commitment to Learning and Social Competencies would be considered to
have “undesirable” internal consistencies (.70 > α ≥ .65) by DeVellis’s guidelines. This leaves
only three of eight asset categories with “respectable” internal consistencies.
This low level of internal consistency for the asset categories has also been found in other
international DAP studies (Scales, 2011). Without minimally acceptable internal consistency,
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one cannot be sure that he or she is measuring a unified concept. This limits the confidence in
results of analyses using these scales in international studies, including the current study.
It may be the case that some asset categories do not hold up conceptually with
international youth. Take the Empowerment asset category, for example, which had poor internal
consistency in the current sample and most of the samples from the Scales (2011) international
DAP study. Items in this category that refer to feeling safe at home and school may be more
variable in countries where violent conflict (or the threat of conflict) is more prevalent. Cultural
differences such as these may be related to poor internal consistency of most of the asset
categories.
In contrast to the asset categories, all context areas, internal and external assets, and the
DAP total score demonstrated at least respectable internal consistency. These scales may have
performed better than the asset categories for several reasons. One explanation is conceptual:
context areas are more concrete than the asset categories. It is likely that the concept of “school”
is more standardized across cultures than “social competencies,” for example. A second
statistical explanation is also possible. Longer scales tend to be more internally consistent, which
would explain why the DAP Total internal consistency (56 items) is higher than any other DAP
scale, for example. It is also possible that both factors play a role in the observed alpha values.
Hypothesis 2.
Hypothesis 2 was generally supported as DAP scores were positively and significantly
related to the PYD variables of self-efficacy, civic participation, sense of community, and ethnic
identity. All DAP scales were positively and significant related to GSE scores, BSCS total and
subscales scores, and MEIM-R scores. The strongest magnitude of any relation was between
ethnic identity scores and the Community context area. It is possible that Tanzanian youth were

68

primarily considering neighbors and community members from their own ethnic group when
responding to the Community context area questions on the DAP. This would be congruent with
previous studies indicating that Tanzanian youth tend to identify by tribe rather than a nationality
(Johnson et al., 2012).
Relations were weakest between the DAP scales and the CPI scale. The only significant
relations with CPI scores were for the Positive Values and Social Competencies asset categories,
and Community context area. All of these observed relations were small (.10 ≤ r ≤ .20). It is
unclear why the relations were weakest with the CPI, but the CPI was significantly modified
from its use in previous studies in an attempt to make the items more contextually relevant to the
current study. In previous studies (e.g., Torney-Purta et al., 2001), the CPI has sometimes been
split into different subscales measuring different types of participation (e.g., political, social
movements). Multidimensionality of the scale may be a cause of the weaker relations observed.
Hypothesis 2a was also supported with Internal Assets having a higher squared semipartial correlation (.034) than External Assets (sr2 = .013) when predicting GSE scores. This
supports the conceptual validity of the Internal Assets, which are designed to include selfperceptions, such as self-efficacy (Benson, 2002). It is not surprising that External Assets were
also significantly related to general self-efficacy, as environmental factors (e.g., social support)
are related this variable (Bonsaksen, Lerdal, & Fagermoen, 2012).
Hypothesis 2b was partially supported; although Positive Values had the highest squared
semi-partial correlation (.024) when predicting GSE scores, Positive Identity and Social
Competencies were both significant individual predictors of GSE scores (p < .01). Although
general self-efficacy is not traditionally conceptualized as a “value” some authors have suggested
that identifying positive values as strengths might lead to increases in self-efficacy (Woodier,
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2011). Furthermore, behaviors associated with positive values (e.g., volunteering) have been
linked with self-efficacy (e.g., Brown, Hoye, & Nicholson, 2012).
It is difficult to interpret Hypothesis 2c because the overall model was not significant.
However, as predicted External Assets did have a higher squared semi-partial correlation (sr2 =
.010) than Internal Assets (sr2 = .001) when predicting CPI scores. Generally speaking, both
internal and external assets were weakly related to CPI scores and these relations are probably
not meaningful.
Hypothesis 2d was supported as Community had the highest squared semi-partial
correlation (.086) when predicting CPI scores. Civic participation is a key aspect of the workings
of communities, but would be less essential to the family context, for example. The unique
relation between the Community context area and civic participation supports the convergent
validity of this scale.
Hypothesis 2e was not supported, as External and Internal Assets had equivalent squared
semi-partial correlations when predicting BSCS scores, .019 and .020 respectively. Although it
was expected that External Assets, which encompass opportunities that can be provided and
mobilized by the community (Benson et al., 1998), would be strongly related to sense of
community, Internal Assets may also play an important role. Sense of community refers to both
receiving support from a community and perceptions related to the community (e.g., a sense of
belonging, sense of mattering; McMillan & Chavis, 1986). Perceptions are primarily measured
through the Internal Assets on the DAP, which may explain why External and Internal Assets
were equally related to BSCS scores.
Hypothesis 2f was not supported as Positive Values, not Empowerment, was the only
significant predictor of BSCS scores. Originally, it was hypothesized that Empowerment would
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be most strongly associated with sense of community because it is designed to measure feelings
of being valued and appreciated by others, as well as being helpful to others. However, several
items from the Empowerment asset category refer to contexts other than the community (i.e., “I
feel safe and secure at home.” and “I feel safe at school.”). These items would likely not be
related to sense of community as they refer to more specific contexts. In contrast, the Positive
Values asset category has multiple items that refer specifically to the community (i.e., “I am
helping to make my community a better place” and “I am serving others in my community”) and
includes no items that refer to more specific contexts such as family life or school.
Hypothesis 2g was supported as Community had the highest squared semi-partial
correlation (.075) when predicting BSCS scores. This finding supports the convergent validity of
Community context area. Along with the result indicating the strongest unique relation between
Community and civic participation, this result suggests that the Community context area
measures a distinct area of PYD that is separate from the other context areas measured by the
DAP.
Hypothesis 2h was not supported as Internal Assets had a lower squared semi-partial
correlation (.009) than External Assets (sr2 = .052), although both predictors were individually
significant predictors of ethnic identity (p < .001). Because ethnic identity is defined as part of a
person’s self-concept Tajfel (1981), one would expect a stronger connection to the Internal
Assets. However, many of the experiences essential to the development of ethnic identity (e.g.,
contact with other ethnic groups; Ripke, Huston, Eccles, & Templeton, 2008) would likely occur
through exposure to External Assets (e.g., helpful neighbors, caring school environment,
religious activities, etc.). Given that many of the youth in the current adolescent sample may
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have still been in the process of developing an ethnic identity (Phinney, 1989), these types of
experiences may be more related to ethnic identity than other aspects of self-concept.
Hypothesis 3.
As hypothesized, DAP scores were not evenly distributed across the interpretative ranges.
For most DAP scores (14 of 16 total scores) the frequency of participants scoring in the excellent
range was higher than would be expected assuming equal percentages of participants scoring in
each range. This proportion scoring in the excellent range is also much higher than the
proportion observed in international studies (Scales et al., 2012) and the expected percentage
guidelines (5-15%) published by the Search Institute (2013). When looking at the total DAP
score, for example, 30% of current participants scored in the excellent range (see Figure 16).
This is twice as a large a proportion as any observed proportion across samples from 13 countries
(Scales et al., 2012).
There are several potential explanations for the relatively high percentage of youth
scoring in the excellent range. One potential explanation is that our sample is exceptional (most
youth attending school, many youth involved in extracurricular activities) and truly possesses a
high level of assets. To further examine this claim, I examined the distribution of scores only
among vulnerable youth not involved in extracurricular activities (n = 218). Even among this
subsample of youth who would be expected to have a lower level of assets, “excellent” was the
most common interpretative range for five of the DAP scores (see Table 33). Although sampling
may account for some of the observed high scores, it does not fully explain why so many youth
scored in the excellent range.
A second possible explanation is that respondents from Tanzanian cultures have a bias
towards endorsing positive items. Previous studies have indicated that sub-Saharan Africans tend
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to report high levels of optimism, for example (Pew Research Center for the People & the Press,
2002). In contrast, Scales and others (2012) compared the level of DAP assets across youth in
four countries (Bangladesh, Honduras, Jordan, and Rwanda) and found that youth from Rwanda
(Tanzania’s East African neighbor) scored the lowest among all included countries, with the
majority of respondents scoring in the fair range. However, there are important differences
between Tanzania and Rwanda (namely the recent history of genocide in Rwanda). Tanzania
may be uniquely high scoring on measures of PYD even among East African nations. For
example, Johnson et al. (2012) found that Tanzanian youth evidenced higher general selfefficacy than Ugandan youth. Future studies might further examine this pattern of responding by
measuring additional variables that may account for this positive bias (e.g., social desirability) or
by experimentally manipulating demand characteristics that could increase or decrease positive
responding (e.g., students may respond more positively about the school context when
responding at school as opposed to another location).
Hypothesis 4.
Results of the ANOVAs are presented in Tables 16 – 30. The factor that most
consistently had a main effect on DAP scores was vulnerability status, which had a significant
main effect in two-thirds of the ANOVAs (i.e., had a significant main effect on all ANOVAs
except when External Assets, Empowerment, Positive Values, Social Competencies, or
Community was the dependent variable). As predicted, youth identified as vulnerable scored
lower than other youth.
In over half of the analyses (n = 8) vulnerability status interacted with extracurricular
involvement (see Figures 4 - 7, 9, 11, 12, and 14). The interaction followed a similar pattern for
each analysis it occurred in: for those not involved in an extracurricular club, vulnerable and
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non-vulnerable youth scored similarly on DAP scales, but for youth who were involved in a club,
vulnerable youth scored lower on DAP scales than non-vulnerable youth. This interaction was
somewhat surprising and it may be an artifact of the current sample. The vulnerable youth who
were also involved in extracurricular clubs were especially vulnerable (e.g., physically disabled
children, street connected youth). Therefore, these youth may have evidenced lower scores on
DAP scales not because of their involvement in extracurricular activities, but rather because they
were selected for special activities precisely because of their high level of vulnerabilities.
There was also a significant interaction between community size and vulnerability for
Commitment to Learning (see Figure 10) and School (see Figure 15). For non-vulnerable youth
(but not for vulnerable youth) there was a significant effect of community size such that urban
youth had lower Commitment to Learning and School context area scores. This result was in the
opposite direction of the hypothesized effect. It is interesting that this effect emerged only for the
Commitment to Learning and School context areas, given that school access and quality are
considered poorer and school attendance is less in rural areas of Tanzania (Al-Samarrai & Reilly,
2000; Heneveld, 2007; Mtahabwa & Rao, 2010). It is possible that these results are related to a
“reference effect” (Tweed & Delongis, 2009). If rural youth participants were comparing
themselves to other rural Tanzanians they may have rated learning/school related items higher
because they were exceptional among their reference group given that they regularly attended
school. It is unclear why this finding emerged only for non-vulnerable youth and this finding is
in need of replication and further examination.
Vulnerability status interacted with gender in the analyses with Boundaries &
Expectations (see Figure 8) and Family (see Figure 13). In both cases a similar pattern was
evidenced where gender had no significant effect for non-vulnerable youth, but boys scored
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lower than girls among vulnerable youth. This may be related to the gender distribution among
our subsamples of vulnerable youth. Among street youth/orphans the majority of participants
were boys (n =130, 65%). However, among other vulnerable youth who were not identified as
street youth or orphans, the proportion of boys (n = 51) and girls (n = 52) was roughly equal.
Therefore this gender and vulnerability interaction may actually indicate that street youth have
fewer assets than other types of vulnerable youth (e.g., disabled children). To directly test this
street youth/orphans were compared to other vulnerable youth on the Boundaries & Expectations
asset category and Family context area. Results indicate a trend for street youth to score lower
than other vulnerable youth on both the Boundaries & Expectations (t (312) = 2.044, p = .042) and
Family (t (312) = 1.583, p = .114) scales.
There was also a main effect of gender, without any qualifying interactions, for the
School context area. Girls scored higher than boys in the School context area. This is
commensurate with previous studies of U.S. (Leffert et al., 1998) and East African (Drescher et
al., 2012) youth showing higher assets among girls. Conditions in Tanzania may explain why
this result emerged for the School context area. Tanzania is one of the only sub-Saharan African
countries to achieve gender parity in regards to primary school attendance (Tuwor & Sossou,
2008). Tanzanian girls can face unique challenges to staying in school past the primary level,
such as school fees, a need to work at home, concerns surrounding menstruation (Sommer,
2009), gender-based violence (Mack, 2009), early marriage, pregnancy, and cultural beliefs
discouraging girls education (Bastien, 2008). In order to overcome these and others barriers,
Tanzania has implemented policies, such as facilitating girls’ readmission to school after giving
birth (UNICEF, n.d.). Given this context, girls in our sample may have felt particularly supported
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by the school context, considered themselves especially fortunate to be enrolled in school, and
may not have faced the same level of level of pressure as girls who dropped out of school.
Community size had a significant effect on External Assets such that rural youth reported
a significantly higher level of external assets than urban youth. As discussed earlier, this was in
the opposite direction of the expected effect. One possible explanation is the use of a reference
effect (Tweed & Delongis, 2009) as discussed earlier. However, it should be noted that youth in
rural settings may have unique external assets. For example, rural areas have large available
workforce for development initiatives, abundant land and natural resources, indigenous
knowledge, less crime, and a respected system of village elders (United Republic of Tanzania,
2001; Wane, Gaddis, & Morisset, 2013). Also, urban youth may face particular challenges
related to external assets, such as limited employment opportunities, polluted environments,
traffic hazards, cramped living conditions, and high rates of crime (Rutta, 2012, UNICEF, 2012;
Wane et al., 2013).
While external assets were related to community size, age had a significant main effect
on Internal Assets and the Personal context area. Again, this effect was opposite of the
hypothesized direction. That hypothesis was derived in relation to previous U.S. studies
indicating that younger youth reported higher levels of assets (Leffert et al., 1998). There are
several possible explanations for this unexpected finding. First, age ranges varied somewhat
between the current study and previous U.S. studies indicating a decreasing trend in assets
related to age. For the U.S. study, grade was used as a proxy to examine age effects, comparing
youth in grades 6-8 (approximate ages of 11 to 13) with youth in grades 9-12 (approximate ages
of 14 to 19; Leffert et al., 1998). In contrast, the current study compared youth ages 12-15 to
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youth ages 16-18. It seems unlikely, however, that this discrepancy would cause the direction of
an age effect to reverse.
A second potential explanation is related to dropout. Although it was not the intent of
current study to exclusively recruit youth attending school, almost all youth in the current study
(92%) reported attending school on most days or every day. Involving youth in research who are
not affiliated with an educational institution has been difficult historically (Simmons, 2007) and
this creates a potential bias in research as youth who drop out of school experience a range of
negative outcomes including higher rates of drug involvement, sexually transmitted infections,
and exposure to violence (Bastien, 2008). The high proportion of youth attending school
included in the current study was likely the result of Tanzanian research interns relying on
connections with schools to gain access to youth samples. As Tanzanian youth grow older,
multiple factors can push youth to end formal schooling in order to fulfill family obligations
(e.g., early marriage, pregnancy, domestic tasks for parents/siblings) and/or earn wages.
Therefore, the older participants in the current study may have been particularly resilient, selfconfident, and committed to receiving an education not because they were older per se, but rather
because they were older and still enrolled in school. Although this phenomenon would be present
to some extent in U.S. and Tanzanian studies, it is likely much more prominent in Tanzania
where the gross enrollment rate in secondary education is 35%, as compared to 94% in the U.S.
(World Bank, 2014).
A final potential explanation for this finding related to age is theoretical. Benson et al.
(1998) asserts that compared to external assets “the growth of internal assets is a slower, more
complex, and idiosyncratic process of self-regulation” (p. 143). If this is true then it follows that
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older youth would have had more time to achieve internal assets that develop gradually over
time.
SES had a significant main effect on the Empowerment and Positive Values asset
categories, as well as the Community context area. Surprisingly, the direction of this affect
indicated that youth with a lower SES reported greater assets than those with a higher SES.
Several possible explanations could account for this unexpected finding. First, although the item
has been used in previous research with East African youth (e.g., Drescher et al., 2012), the
reliability of a single item measure of SES is uncertain. A youth may have limited insight into a
family’s financial situation, hampering his or her ability to accurately answer this item. A second
possibility is that low SES youth had to rely more on assets in the areas of empowerment,
positive values, and community because of their limited economic power. For example, because
low SES youth have less access to family resources, they may have spent more time developing
and connecting to resources in the community. Finally, it is important to recognize that there can
be strength in poverty and it is inappropriate to assume that low poverty individuals will always
be at a disadvantage. As South African leader S’bu Zikode (2008) has noted:
It is the very same poverty and neglect by the State that throws us together in our
settlements and from that togetherness we become strong. Our masses, our unity and
diversity is our strength, our pain, our voice. We have become the strong poor. (p. 115)
A final significant finding related to Hypothesis 4 is that school attendance had a
significant main effect on Commitment to Learning. Youth who attended school every day
scored higher in this asset category than youth who attended school most days, some days,
rarely, or not at all. Conceptually, it makes sense that youth with a higher commitment to
learning would attend school consistently, although the directionality of this effect (commitment
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leading to attendance vs. attendance leading to commitment) cannot be determined from the
present study. Practically this may have important implications for Tanzanian youth. Even when
youth are officially enrolled in schools, issues such as menstruation, seasonal work, and teacher
absenteeism may keep youth from attending school daily. However, a lack of regular attendance
may influence youth’s commitment to learning, which in turn may be related to less academic
achievement.
Despite these significant findings, it is worth noting that these effects were not universal.
Most factors influenced only a few of the DAP scales and not the total developmental assets
score. Effects sizes were ranged from small to trivial. Future research should seek explore more
targeted effects of specific factors on specific DAP scales.
Hypothesis 5.
As hypothesized, qualitative reports of PYD in Tanzania gathered through the asset cards
could generally be accounted for by the asset categories of the DAP, despite the limited and nonrepresentative sample utilized in this part of the study. Out of 87 total responses, 65 responses
(75%) were able to be assigned to an asset category and 59 responses (68%) were able to be
assigned a context area. This demonstrates that the majority of responses in Tanzanian youths’
own words map onto the existing developmental assets framework. However, it is also worth
noting that although some responses were able to be assigned an asset category or context area,
they would not necessarily be captured by the DAP. For example, the response “employment
opportunities” was categorized as belonging to the Empowerment asset category and the
Community context area. Although employment opportunities falls under the description of
Empowerment (i.e., “having useful jobs and roles”) and could also be considered engagement at
the community level, no items on the DAP directly assess employment. The importance of
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specifying this seemed clear. Therefore, the DAP may need to be expanded to capture a wider
array of behaviors, competencies, and skills that are relevant to Tanzanian contexts and fit within
the developmental assets framework. Other examples of responses that were assigned an asset
category, but not directly assessed by the DAP were environmental education (e.g., “Provision of
education about how to conserve the environment”), legal measures (e.g., “Introduction of strict
laws”), and sexual education (e.g., “Be educated on sexual matters”).
Within the developmental assets framework, youth responses emphasized Commitment
to Learning, including expanded roles for education, including environmental, entrepreneurial,
and sexual education. The emphasis on education is likely a reflection of Tanzania’s largely
successful policy of universal primary education, as well as NGOs in Tanzania that have
heralded the importance of education in the country. The specific topics identified by youth
further highlight unique contextual features that are particularly relevant to Tanzanian youth:
environmental education is essential for youth who depend on the natural environment for basic
income generation (e.g., agriculture) and are especially vulnerable to the effects of climate
(Paavola, 2008); entrepreneurial education is vital for youth living in a country where the gross
national income per capita (i.e., average yearly income) is $570 (World Bank, 2013); and sexual
education is critical in a country where 1.5 million people are living with HIV/AIDS (UNAIDS,
2011) and youth report a low level of comfort with sexual expression as compared to youth
globally (International Resilience Project, 2005). These topics of education are relevant to all
youth globally, but the qualitative responses reinforce their particular salience in Tanzania.
Among the context areas, the Personal area was the most often emphasized (e.g., “selfworth” and “self-reliance”) area. In some ways it is surprising that the personal area would be so
prominent in Tanzania given its strong collectivist roots (Komba, 1998). However, it may be that
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an emphasis is placed on personal strength in order to fulfill obligations to the group.
Additionally, mixed-method studies support the relevance of aspects of the personal context area
to Tanzanian youth, such as self-efficacy (Johnson et al., 2012). This work dovetails with recent
interventions that have successfully increased self-efficacy in Tanzanian youth (Carlson,
Brennan, & Earls, 2012).
Family was the least frequently mentioned context area. This is surprising given the
central role of family in Tanzanian society. However, this may be attributable to the fact that
over one third of responses (n = 31) came from street youth who likely had limited, if any,
connection with family while others were currently in boarding schools with reduced family
contact. Furthermore, changing trends driven by globalization, increased access to education,
urbanization, and economic pressures may be decreasing the role of the family in Tanzania
(Omari, 1991).
As hypothesized, some areas of PYD identified through the asset cards were not captured
by the developmental assets framework. As expected, protection of the environment emerged as
a theme, beyond the environmental education responses noted above. Again, this especially
relevant in Tanzanian contexts where agricultural pursuits are intimately linked to the health of
the environment.
In addition to environmental responsibility, the need for social services (e.g. “government
support” and “be given social needs [sic]”) also emerged as a common theme. The provision of
hospitals and schools were specifically identified by youth. Despite a government push to extend
healthcare facilities to meet Tanzania’s needs, access to high quality government healthcare
services is limited, especially in rural areas (Leonard & Masatu, 2007). Furthermore, the staff at
many facilities is often undertrained, lacking essential resources, and poorly motivated
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(Kwesigabo, Mwangu, Kakoko, Warriner et al., 2012). Likewise, despite significant progress
towards implementing universal primary education, government schools remain under resourced
and under staffed and access to secondary education is extremely limited, especially for the rural
poor (Hartwig, 2013). Although access to healthcare and school are sometimes taken for granted
within PYD approaches developed in the West, these are extremely salient concerns for
Tanzanian youth.
Another theme that emerged outside of the development assets framework was that of
occupational development. Possibly due to its socialist roots, Tanzania has less entrepreneurial
expertise than some regional countries (Tikly et al., 2003). However, neoliberal reforms in the
country since the 1990s have increased opportunities for private business development.
Therefore, youth are understandably interested in gaining the skills and other assistance
necessary to thrive in such a context. Recently some NGOs have explicitly integrated
entrepreneurship skills curriculum into secondary education (DeJaeghere, 2013).
Wisdom did not appear as a common theme through the asset cards. In Africa, and
elsewhere in the world, wisdom is often associated with traditional ways of completing tasks
(e.g., Day, Silva, & Monroe, 2014; Iyegha, 2000) or looking at the world (Presbey, 1999a;
Presbey, 1999b). This may have been due to the small sample size for our qualitative data set,
and wisdom did appear as a theme in Uganda using similar methods (L. Johnson, personal
communication, August 28, 2014). However, youth in the current study did voice the importance
of countering traditional ways of living. Youth (specifically from the Maasai subsample) noted
the need to stop specific traditional practices (e.g., “People should stop polygamy”), as well as
traditions in general (e.g., “People should stop bad ways of traditional [sic]”). Female genital
mutilation was also mentioned as a traditional practice that should be ceased. These negative

82

views of traditional practices align with current Tanzanian perspectives that value modern over
traditional medicine (Kira & Komba, 2012) and the government’s banning of traditional healers
(in an attempt to stem the killing of Albinos for use in traditional remedies).
However, wholesale labeling of traditional ways of living as “bad” is often
counterproductive. As Winterbottom, Koomen, and Burford (2009) have argued, interventions
designed to stop the practice of female genital mutilation among the Maasai people in Tanzania
have often failed by labeling the practice as traditional, primitive, and/or backwards. This in turn
has caused the Maasai to attach additional significance to the practice in terms of cultural
identity and become more defensive of the practice, as they see it as yet another part of their
culture that is being threatened by globalization. In these types of situations it is not enough to
simply “stop traditions.” Instead, a complete understanding of the context that reinforces such
practices is necessary to before the behaviors can be modified. A challenge for future PYD
measures and interventions in Tanzania will be to address the complex role that traditions play in
youth’s lives without condemning or reinforcing traditional ways of being in a wholesale
manner.
Although physical appearance, specifically clothing style, has traditionally been
important in Tanzanian youth culture (Ivaska, 2002; Suriano, 2008), it was not mentioned by any
focus group participants on their asset cards. This was surprising as my subjective experience in
Tanzania had led me to believe that dress and appearance were extremely important to youth.
This is possibly related to the limited sample size included in the qualitative data collection.
Additionally, from the ethnocentric view of a Tanzanian youth, this may be so obvious as to “go
without saying.”
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A final note of interest concerning the asset cards was the frequency of negative
responses (e.g., “Don’t stray away from home” and “Don’t rape”). These occurred despite a
prompt which emphasized the positive things that children needed. These types of responses
were especially common among the street children subsample (13 of 17 total negative
responses).
General Discussion
The current study has important implications from psychometric, PYD, and cultural
perspectives. From a psychometric perspective the DAP performed in a manner that can be
described as fair. Internal consistency was acceptable for the total asset score, the internal and
external assets, and the context areas. Although further examinations of the psychometric
properties of these scales in Tanzania are needed, it can be tentatively recommended that these
scales be used for research purposes. Unfortunately, the same cannot be said for the asset
categories, where the majority of internal consistencies fell in the undesirable or unacceptable
range. Furthermore, removing a single item from these scales did not improve the internal
consistency of any of these scales. The Constructive Use of Time asset category has consistently
demonstrated poor internal consistency and continued to do so in the current sample. Scales et al.
(2012) noted that “This is because it is multi-dimensional, which precludes a high internal
consistency; therefore, the low alpha is not troubling,” (p. 36). However, from a psychometric
perspective it is extremely troubling. As DeVellis (2003) notes, “one of the most important
indicators of a scale’s quality is the reliability coefficient, alpha,” (p. 94). More recent texts
continue to emphasize the central importance of internal consistency as a measure of reliability
and this is a key aspect of publishing research using any type of psychometric scale (Holden &
Bernstein, 2013; Reynolds & Livingston, 2012). Therefore, at this time, the asset categories are
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in need of significant revision and modification before they can be confidently used for research
or applied purposes within Tanzanian contexts.
Evidence for convergent validity of the DAP scales was also mixed. Generally speaking,
DAP scores positively correlated with PYD measures as expected. When examining the more
specific hypotheses, I will focus on the internal/external assets and the context areas, as
reliability is a necessary precursor to validity that was not met in the case of the asset categories.
Several predictions were not confirmed related to the internal/external assets. For example, it
was hypothesized that external assets would be a stronger predictor of sense of community than
internal assets, but the external and internal assets were roughly equal in predicting sense of
community. A possible implication of this finding is that the internal and external assets are not
as distinct conceptually or empirically as the developmental assets framework proposes. Given
the high correlation between internal and external assets in the current study (r = .76, p < .001),
there may be limited incremental utility in dividing the assets in this way beyond using the total
asset score as a general measure of PYD in Tanzania. Additionally, from an applied perspective,
there may be little to gain from separating internal and external assets as all interventions would
necessarily involve the manipulation of external assets. In contrast to the findings regarding the
external/internal assets, both hypotheses involving the Community context area were supported,
lending further weight to the convergent validity of this scale.
A final note of concern from a psychometric perspective relates to the distribution of
DAP scores throughout the interpretative ranges. In most cases, the DAP scores clustered in the
good and excellent ranges of the DAP interpretative ranges. Sampling bias aside, this is a serious
concern when using these ranges in research or applied settings. A lack of variability in DAP
responses indicates that youth may have been responding using response sets and limits the
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power of statistical tests using these scales (Scales et al., 2012). It is also a problem in applied
settings as the interpretative ranges may suggest that most or all youth have a high level of assets
when this is not an accurate reflection of reality. This lack of variability has been observed in
other East African settings (Scales et al., 2012) and needs to be addressed before the
interpretative ranges can be confidently used in Tanzanian settings.
The focus on psychometric properties is not an endpoint in and of itself, but rather a
prerequisite for using the DAP (or any other measure) in studies of theoretical and/or practical
importance. Within the current study, the relations between various aspects of youths’ contexts
and PYD were of particular interest. Focusing again on the DAP scales with the strongest
psychometric support in the first part of the study (i.e., total assets, internal/external assets, and
context areas), vulnerability status appeared to be the most consistent predictor of DAP scores,
significantly relating to scores in six of eight analyses. However, this effect had a very small
effect size (partial-η2 ≤ 0.19) across analyses. Other factors that reached statistical significance (p
< .01) were less consistent and had smaller effect sizes. The weakness of these relations limits
the conclusions that can be drawn from these analyses.
Interestingly, results from the asset cards largely supported the developmental assets
framework. Youth mentioned both internal and external assets and every context area and asset
category was mentioned, at least somewhat. This increases confidence in the relevance of the
developmental assets framework to Tanzanian youth, even if its measurement through the DAP
needs to be modified.
Points of convergence across quantitative and qualitative analyses suggest that education
may be an especially salient aspect of PYD to emphasize within Tanzania. Commitment to
Learning was both the highest rated asset category on the DAP and the most commonly
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mentioned asset category on the asset cards. Although some researchers have sought to focus on
extracurricular activities as a key promoter of PYD within the U.S. (e.g., Eccles, Barber, Stone,
& Hunt, 2003), there may be a need to revisit the importance of curricular activities to PYD
within Tanzania. There are also opportunities to combine these two types of activities (e.g.,
service-learning) that could be fruitful areas for PYD programming within Tanzania.
Perhaps most interesting from a cultural perspective, are the points of divergence
highlighted by the asset cards. Ecological assets, which are a key part of PYD (Lerner et al.,
2013), include learning and employment opportunities, as well as medical facilities (Theokas &
Lerner, 2006). However, the availability of schools, occupational training, and hospitals are not
included explicitly in the DAP, and are often taken for granted in U.S. PYD studies. To be
contextually valid, studies in Tanzania should take into account these factors as key ecological
assets that are potentially related to PYD outcomes.
The role of traditions within Tanzanian youth culture was another important point of
divergence. Being culturally sensitive includes understanding and being respectful of a culture’s
traditions. However, it behooves researchers and interventionists to view culture as a dynamic
process (Kemmelmeier & Kühnenm, 2012); technology, global influences, and generational
differences are constantly effecting the expression of culture and the valued traditions of one
generation may become a symbol of misguided thinking for the next. In the current study,
youths’ critical views on some cultural traditions highlight the complexity of studying youth
internationally.
Limitations and Strengths
Despite the potential implications of this study, it is not without limitations. Because all
data from the current study is correlational it is impossible to draw cause-and-effect conclusions
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concerning relations between psychological constructs and/or contextual factors. Despite the
“language” of multiple regression and ANOVA, no one factor could be said to “predict” or
“cause an effect” in another variable.
Furthermore, although a broad cross-section of Tanzanian youth were purposefully
included in the study, it was in no way a random sample of the population. Therefore, one must
be cautious when generalizing findings from the study to all Tanzanian youth. This is especially
concerning because some aspects of participants in the current study, specifically the high level
of school attendance, are known to deviate from the average Tanzanian youth’s experience.
Therefore, conclusions are most applicable to Tanzanian youth who are enrolled in school. This
limitation of generalization is also appropriate because the DAP was designed to be given to
youth who are attending school (Search Institute, 2005).
The qualitative aspect of the study was also unsaturated. A relatively small sample size
was included in this aspect of the study and this analysis should be viewed as exploratory and
supplemental. Although there are many intriguing findings from the assets cards they are need of
replication with larger data sets and other methods. This is especially important because other
qualitative methods may yield different results. Photovoice methods used with the Maasai youth
from the qualitative sample as part of a larger project not included in the current paper indicated
the importance of tradition in youth’s lives (Johnson, et al., 2014), a finding that stands in
contrast with several responses to the asset cards in the current study.
Additionally because the measures included in this study focus on “positive” indicators of
development, no data is available concerning the discriminant validity of the DAP. Negative
indicators (e.g., problem behaviors, psychopathology) are expected to correlate negatively with
PYD and are an important criterion variable to use when assessing PYD variables (Geldhof,
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Bowers, Mueller et al., 2014). However, the inclusion of measures of these types of indicators
must be held in balance with the risks of assessing constructs that are highly stigmatized in a
given culture.
More generally, a limitation of this study is that it was conducted by a researcher who did
not originate from the country being studied using measures and concepts that were not
developed in the culture being studied (i.e., imposed etic research; Berry, 1989). Whenever a
situation such as this occurs there is a concern that the researcher may project his or her culture
onto the culture being studied, molding it to the researcher’s existing theories and conceptions
about given phenomena, and neglecting to interpret findings in light of the cultural values and
norms of the culture being studied (Tweed & Delongis, 2009). This concern is especially salient
in the case of U.S. researchers conducting work in sub-Saharan Africa, where a historic
imbalance exists between the two societies. Several steps were taken to reduce this potential
limitation, including the use of qualitative methods to give voice to the population being studied
and the incorporation of Tanzanian research interns and consultants throughout the research
study.
Despite these weaknesses and limitations, the study has many strong points. The study
examined youth development in an extremely understudied population (Tanzanians) using a
theoretical framework that is sparingly applied to this population (developmental assets/PYD).
This study, along with a handful of other studies (Johnson et al., 2012; Johnson-Pynn & Johnson,
2005; Nalkur, 2009a) begins to present a picture of what PYD looks like in Tanzania.
An extensive piloting process, approximately three years in duration, was used to assure
the appropriate translation of the DAP into Swahili. Although this translation process was labor
and time intensive, it was necessary to address the various linguistic nuances involved in

89

translating measures from English to Swahili (see Table 4; Drescher & Johnson, 2013a; 2013b).
The care in translating the DAP (and other measures) was a particular strength of this project.
An additional strength was the use of a mixed-methods approach. This allowed for
examination of development through the use of a standardized instrument that has undergone
significant psychometric development (i.e., the DAP), as well as qualitative methods designed to
give voice to international youth. As previously noted, mixed-methodology is especially wellsuited to cultural and youth developmental research (Ungar & Liebenberg, 2011; Yoshikawa et
al., 2008).
Furthermore, a sampling strategy including diverse youth from multiple geographic
regions and life situations allowed for an understanding of development across various contexts
in Tanzania. Given the cultural diversity of Tanzania, as well as the significant variations in
contexts that occur across regions, inclusion of multiple regions is essential to understand PYD
in Tanzania in general. The ability to include youth participants from regions as diverse as Dar
Es Salaam (coastal region that is the most densely populated in Tanzania), Mara (region
bordering Lake Victoria and Kenya), Mtwara (coastal region bordering Mozambique), Mbeya
(southern highland region bordering Zambia and Malawi), Rukwa (southern highland region
bordering Lake Tanganyika), and Kilimanjaro (northern region containing Mount Kilimanjaro)
was a particular strength. Regions differ on significant variables including population density
(Mandulu, n.d.), HIV prevalence (Msisha, Kapiga, Earls, & Subramanian, 2008), and poverty
(Mkenda, Luvanda, Rutasitara, & Naho, 2004). Differences between these and other variables
across the regions included in the current study affect the stressors facing youth. For example,
the HIV prevalence rate is more than twice as in the Iringa region (6.7%) as it is in the Mara
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region (3.1%; Msisha et al., 2008). Including multiple regions from across the country is a
unique strong point of the current study that allows for greater generalization of results.
Future Research
Future areas for research building on this work are broad and substantial. Given the poor
internal consistency of the asset categories, there is significant need for follow-up psychometric
studies with the Swahili version of the DAP. A logical starting point would be the use of
exploratory factor analysis (EFA) to examine the factor structure of the DAP in Tanzania. Since
no proposed DAP factor structure has been established within the existing literature, it is
appropriate to start with an EFA approach and follow up with a confirmatory factor analysis
using a separate sample. Later studies may wish to examine factor structures across language
settings/cultures (e.g., Chin et al., under review) to further increase confidence in cross cultural
comparisons.
Factor analytic work may illuminate DAP items that are performing poorly (e.g., do not
load significantly on any factor). Furthermore, qualitative methods (e.g., focus groups assessing
the applicability of DAP items) may supplement these psychometric analyses, as has been done
with other cross-cultural measures for youth (e.g., Ungar & Liebenberg, 2011). It may be useful
to focus on modification rather than deletion when addressing items with poor psychometric
properties so that results remain comparable with other DAP studies.
Building on this essential psychometric work, research with the DAP may be applied in
cultural psychology studies that seek to develop culturally-sensitive theories of PYD within
Tanzanian culture, as well as cross-cultural studies that explore developmental assets across a
range of countries (see Scales, 2011; Scales et al., 2012). Recently, researchers have called for
increased integration of cultural and cross-cultural methods within developmental psychology
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and the behavioral sciences in general (Jensen, 2011). As Scales and colleagues note, future
studies using the DAP in international settings should “ensure that the underlying theory and
research on developmental assets is relevant and salient” in a given context and be conducted
across countries so that results can be analyzed “in the context of the macroeconomic, political,
and social contexts of each country,” (p. 62). As the results of the current study indicate the DAP
may not adequately and fully capture important aspects of PYD in Tanzania. Additionally, it is
uncertain if the internal vs. external assets dichotomy underlying the developmental assets
framework is “relevant and salient” in Tanzania. Therefore, although studies with the DAP can
be useful, there is a need for studies that take an emic perspective and build theories of
development “from the ground up” in Tanzania. Hopefully, the current project both contributes
to the need for more cultural research and provides useful information for researchers seeking to
do future work with the DAP and/or Tanzanian youth.
Additionally, the DAP may have applied uses, such as identifying areas for intervention
and measuring the success of such interventions. For example, Scales et al. (2013) used the DAP
as a program evaluation tool for a girls empowerment project in Bangladesh. The DAP may be
used in a similar fashion with PYD projects within Tanzania.
It may also be useful to adapt the version of the DAP used within the current study for
use in other Swahili speaking populations. Swahili is an official language in Kenya and the
African Union. It also used to some extent in the Democratic Republic of the Congo, Uganda,
Rwanda, and Burundi, and a closely related language, Shikomoro, is used in the Comoros
Islands. Future studies may seek to adapt the DAP for use in these contexts, a process that would
likely be considerably less intensive than the English to Swahili translation process included as
part of the current project.
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Future studies should examine personal and contextual factors that may be related to
DAP scales using more robust measurement and methodology. Although a number of factors
(i.e., school attendance, community size, gender, etc.) were linked to one or more of the DAP
scales, the effect sizes were small and the current study was unable to uncover the full
complexity of these relationships. Take, for example, the finding that school attendance was
positively linked to the School context area. Many questions remain about this relationship.
What specific aspects of the school context (e.g., student: teacher ratio, resource availability,
teaching style, safety) are related to school attendance? Also, does school context cause regular
student attendance, does a regularly attending student body promote a more positive school
context, or does a third variable (e.g., community SES) drive both school context and
attendance? Study designs including multiple informants, in depth evaluation of specific factors,
and experimental manipulations are necessary to answer these important questions.
As Scales et al. (2012) noted, longitudinal studies of the DAP in international
populations are also needed. Longitudinal studies are the hallmark of developmental research
and although several DAP longitudinal studies have been completed in the U.S. (Roehlkepartain,
Benson, & Sesma, 2003; Scales et al., 2006), few, if any, have been conducted with international
samples. Longitudinal studies allow for an examination of how the assets are related to
development across time and may elucidate further details of how age is related to certain DAP
scales (Internal Assets and the Personal context area), as was found in the current study.
Looking beyond the DAP, it may be useful to incorporate briefer measures of PYD in
future studies. At 58 items, the DAP is rather lengthy. The length is somewhat justifiable given
the wealth information that can be gained from its administration (16 separate scales). However,
given the poor psychometric qualities of the asset categories in the current study, the length of
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the DAP may be disproportionate to the reliable information that it can generate when used with
Tanzanian youth. An example of an alternative measure would be the very short measure of the
Five C’s of PYD (PYD-VSF; Geldhof, Bowers, Boyd et al., 2014), a 17-item measure that yields
on overall PYD score as well as a measure of each of the five C’s (competence, confidence,
connection, character, and caring; Lerner et al., 2005). In addition to using briefer existing
measures of PYD it may be useful to start fresh and develop new measures of PYD developed
specifically for Tanzanian or East African contexts.
Finally, future studies may seek to examine how additional PYD areas identified by
Tanzanian youth can be incorporated into or modify existing models of PYD. Youth identified
the importance of institutional factors to their development (i.e., availability of schools,
hospitals, and other government support). Although these factors are acknowledged in PYD as
part of the ecological assets that youth need (Lerner et al., 2013), they are not included in the
DAP, nor are they emphasized in many PYD studies. Additionally, factors that may be
particularly salient to majority world youth (clashes between “traditional” and “modern” ways of
living) need to be included in future studies, both conceptually and empirically. Also,
occupational development was identified by youth as an important factor. Future studies should
build on recent work noting the need in international youth populations for safe and PYD
promoting vocational opportunities, as well as the link between occupational development and
developmental assets (Scales et al., 2012).
An expansion of the methodology used to examine PYD is also needed. Some of the
more interesting insights in the current study were derived from the asset cards, yet these
comprised a relatively small part of the study and sample. Future studies should strive to
incorporate other qualitative methods including expanded focus groups, interviews, and
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photovoice methodology. These methods have a number of unique advantages, including the fact
that they are less reliant on literacy and may be an ideal set of methods to reach children who are
not in school, a key demographic that is missing from the current study. Psychologists would
benefit by collaborating with other disciplines that have more experience with these methods
(e.g., anthropologists, sociologists).
Ideally, this cross-disciplinary spirit would be cultivated during psychologists’ training
by incorporating culturally-focused coursework at the undergraduate level (Arnett, 2008). In my
own experience, the substantial integration of multicultural/international perspectives into the
teaching, science, and practice of psychology is lacking, so much so that I find it requires
constant, conscious effort to attempt to step outside of my minority world perspective. However,
the effort is more than worth the reward. Some of the densest learning experiences I have
encountered, both personally and professionally, have been when I stepped outside of my
cultural milieu. It is my sincere wish that this study serves as example of what can be learned
when taking that step.
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V. CONCLUSIONS
Results of the current study highlight the psychometric strengths and weaknesses of the
Swahili version of DAP when used with Tanzanian youth. Various personal and contextual
factors were related to PYD as measured by the DAP, although effects were somewhat
inconsistent and weak. Many qualitative responses were relevant to the developmental assets
framework, although others fell outside of the framework, highlighting areas uniquely important
to Tanzanian youth. The developmental assets framework shows promise for use in crosscultural and cultural studies of PYD in Tanzania. Future studies should building on this work by
incorporating mixed-methods, longitudinal studies, and experimental methodology in PYD with
Tanzanian and other international youth.
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Table 1.
List of External Assets (Search Institute, 2006)
Asset
Category
Support

Empowerment

Boundaries &
expectations

Constructive
use of time

Asset

Description

Family support
Positive family
communication
Other adult
relationships
Caring
neighborhood
Caring school
climate
Parent
involvement in
schooling
Community
values youth
Youth as
resources
Service to
others
Safety

Family life provides high levels of love and support.
Young person and parent(s) communicate positively,
and is willing to seek advice and counsel from parents.
Young person receives support from three or more
nonparent adults.
Young person experiences caring neighbors

Family
boundaries
School
boundaries
Neighborhood
boundaries
Adult role
models
Positive peer
influence
High
expectations
Creative
activities
Youth
programs
Religious
community
Time at home

School provides a caring encouraging environment.
Parent(s) are actively involved in helping young person
succeed in school.
Young person perceives that adults in the community
value youth.
Young people are given useful roles in the community.
Young person serves in the community one hour or
more per week.
Young person feels safe at home, school, and in the
neighborhood
Family has clear rules and consequences and monitors
the young person’s whereabouts.
School provides clear rules and consequences.
Neighbors take responsibility for monitoring young
people’s behavior.
Parent(s) and other adults model positive, responsible
behavior.
Young person’s best friends model responsible
behavior.
Both parent(s) and teachers encourage the young
person to do well.
Young person spends three or more hours per week in
lessons or practice in music, theater, or other arts.
Young person spends 3+ hours per week in sports,
clubs, or organizations in school or the community.
Young person spends one or more hours per week in
activities in a religious institution.
Young person is out with friends “with nothing special
to do” two or fewer nights per week.
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Table 2
List of Internal Assets (Search Institute, 2006)
Asset
category
Commitment
to Learning

Asset

Description

Achievement
Motivation
School Engagement
Homework

Young person is motivated to do well in school.

Bonding to school
Reading for Pleasure
Positive
Values

Caring
Equality and social
justice
Integrity
Honesty
Responsibility
Restraint

Social
Competencies

Planning and decision
making
Interpersonal
Competence
Cultural Competence
Resistance skills

Positive
Identity

Peaceful conflict
resolution
Personal power
Self-esteem
Sense of purpose
Positive view of
personal future

Young person is actively engaged in learning.
Young person reports doing at least one hour of
homework every school day.
Young person cares about her or his school.
Young person reads for pleasure three or more
hours per week.
Young person places high value on helping other
people.
Young person places high value on promoting
equality and reducing hunger and poverty.
Yong person acts on convictions and stands up
for her or his beliefs.
Young person “tells the truth even when it is not
easy.”
Young person accepts and takes responsibility.
Young person believes it is important not to be
sexually active or to use alcohol or other drugs.
Young person knows how to plan ahead and
make choices.
Young person has empathy, sensitivity, and
friendship skills
Young person has knowledge of and comfort with
people of different backgrounds.
Young person can resist negative peer pressure
and dangerous situations.
Young person seeks to resolve conflict
nonviolently.
Young person feels he or she has control over
“things that happen to me.”
Young person reports having a high self-esteem.
Young person reports “my life has a purpose”
Young person is optimistic about her or his
personal future.
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Table 3
Quartile Cutoffs for Preliminary U.S. DAP Norms (Search Institute, 2005)
1st

2nd

3rd

4th

Support

0-15

16-19

20-23

24-30

Empowerment

0-17

18-20

21-24

25-30

Boundaries & Expectations

0-16

17-20

21-24

25-30

Constructive Use of Time

0-12

13-17

18-20

21-30

Commitment to Learning

0-15

16-19

20-23

24-30

Positive Values

0-15

16-19

20-24

25-30

Social Competencies

0-17

18-20

21-24

25-30

Positive Identity

0-16

17-19

20-23

24-30

Personal

0-15

16-19

20-23

24-30

Social

0-17

18-21

22-24

25-30

Family

0-17

18-22

23-26

27-30

School

0-15

16-19

20-23

24-30

Community

0-14

15-18

19-23

24-30

External

0-16

17-19

20-23

24-30

Internal

0-16

17-19

20-23

24-30

Total

0-34

35-39

40-47

48-60

Quartile
External Asset Categories

Internal Asset Categories

Context Areas
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Table 4
DAP Sample Items and Translation Resolutions
Item

Issue

Resolution

English:
somewhat/sometimes

Pengine was initially backtranslated as ‘don’t know,’
‘maybe,’ and ‘perhaps’;
Pengine can also translated
as ‘sometimes’ and
‘somewhat.’

Added clarification of meaning by
adding ‘mara chache” (‘few
times’) and ‘kidogo’ (‘a little
bit/small’) assure the term is
understood to mean a small
amount/few times

English: Do my
homework

The word ‘homework’ does
not translate into Swahili, it
was first back-translated with
the meaning of doing
household tasks; next it was
revised, but back-translated
as doing work at school

Revised to express doing one’s
school assignments at home

English: Deal with my
frustrations in positive
ways

Was back-translated as
accept my problems in the
best way

The wording was changed to
more accurately reflect dealing
with a frustration. The final back
translation was ‘face my
challenges in the right way.’

‘Watch out for’ is an idiom
and it did not translate well

We used a phrase (backtranslated
as ‘Neighbors who care about my
interests’) that expresses the same
idea

Swahili: Pengine

Swahili: Ukabili
matatizo yangu kwa
njia nzuri
English: Neighbors
who watch out for me
Swahili: Majirani
wanaojali maslahi
yangu;
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Table 5
Description of DAP Asset Categories (Search Institute, 2005)
External/

Asset Category

Description

Support

Support from parents, family and other adults; parent-

Internal
Assets
External
assets

adolescent communication; advice and help from
parents; helpful neighbors; and caring school
environment.
Empowerment

Feeling safe at home, at school and in the neighborhood;
feeling valued; and having useful jobs and roles.

Boundaries &

Having good role models; clear rules at home and school;

expectations

encouragement from parents and teachers; and
monitoring by family and neighbors.

Constructive use of

Participation in religious or spiritual activity;

time

involvement in sport, club, or group; creative activities;
and quality time at home.

Internal

Commitment to

Enjoys reading and learning; caring about school; doing

assets

learning

homework; and being encouraged to try new things.

Positive values

Standing up for one’s beliefs; taking responsibility;
avoiding alcohol, tobacco and drugs; valuing honesty;
healthy behaviors; being encouraged to help others; and
helping, respective, and serving others.

Social competencies

Building friendships; properly expressing feelings;
planning ahead; resisting negative peer pressure; being
sensitive to and accepting others; and resolving conflicts
peacefully.

Positive identity

Optimism; locus of control; and self-esteem.
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Table 6
Description of DAP Context Areas (Search Institute, 2005)
Context Area

Description

Personal

Positive individual characteristics; honesty, responsibility, integrity; selfesteem and sense of purpose.

Social

Relationships with others (adults and peers); support, role models, helping
others.

Family

Assets related to home and family; safe, warm and supportive family; good
parent-child communication; parental advice, rule setting/enforcement, and
monitoring of child behavior.

School

Assets related to the school environment, relationships with teachers, and the
young person’s attitude toward school; safe and caring school environment
with clear rules that are fairly enforced; commitment to learning.

Community

Assets related to neighborhood and community support, empowerment, and
positive use of time in the larger community; safe and supportive
neighborhood; youth service to the community; youth empowerment and
engagement at the community level.
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Table 7.
Frequency and Percentage of School Attendance, Grade, Religion, and Ethnicity
Variable

School Attendance

Grade

Religion

Ethnicity

Category
Everyday
Most Days
Some Days
Rarely
Not at all
Missing
S5
S4
S3
S2
S1
Primary
Missing
None
Islam
Christianity
Judaism
Traditional African
Hinduism
Sikhism
Other
Missing
Bena
Chagga
Fipa
Haya
Hehe
Kinga
Kurya
Massai
Makonde
Meru
Mjita
Ngoni
Nyakyusa
Nyamwezi
Pare
Sambaa
Sukuma
Zaramo
Other
Missing

n
972
171
34
31
13
20
126
138
166
314
218
169
110
7
295
874
9
3
2
1
4
46
56
105
36
18
45
23
36
78
49
14
29
19
77
14
42
25
35
25
265
250
135

%
78.3
13.8
2.7
2.5
1.0
1.6
10.2
11.1
13.4
25.3
17.6
13.6
8.9
0.6
23.8
70.4
0.7
0.2
0.2
0.1
0.3
3.7
4.5
8.5
2.9
1.5
3.6
1.9
2.9
6.3
3.9
1.1
2.3
1.5
6.2
1.1
3.4
2.0
2.8
2.0
21.4
20.1

Table 8.
Frequency and Percentage of Parental Education, Living Situation, Region, SES, and Sex
Variable

Father Education

Mother Education

Living Situation

Region

Economic
Condition

Sex

Category
None
Primary
Secondary
Technical School
College Graduate
Do Not Know
Missing
None
Primary
Secondary
Technical School
College Graduate
Do Not Know
Missing
Home with one or two parents
Home with relatives or family members (no parents)
Youth center/group home, rehabilitation center or
IDP/refugee camp
No permanent home/stay on the street most of the time
Missing
Arusha
Dar es Salaam
Iringa
Kilimanjaro
Mara
Mbeya
Mtwara
Mwanza
Njombe
Pwani
Rukwa
We do not have enough money to meet basic needs
We usually have enough money to meet basic needs
We always have enough money to meet basic needs
Missing
Male
Female
Missing
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n
60
375
262
197
101
212
34
62
446
300
165
63
182
23
888
224
47

%
4.8
30.2
21.1
15.9
8.1
17.1
2.7
5.0
35.9
24.2
13.3
5.1
14.7
1.9
71.6
18
3.8

35
47
133
79
100
258
75
175
97
94
89
73
68
412
698
106
25
610
605
26

2.8
3.8
10.7
6.4
8.1
20.8
6.0
14.1
7.8
7.6
7.2
5.9
5.5
33.2
56.2
8.5
2.0
48.8
49.2
2.1

Table 9.
Sample Classification and Brief Description by Region
Region
Arusha
Dar es Salaam

Iringa

Kilimanjaro

Mara

Mbeya

Mtwara

Mwanza
Njombe
Pwani
Rukwa

Description
School club members
Students
Street youth
Orphans
Students
School club members
Students
Deaf youth
School club
Students
Disabled youth/School club
Street youth
Vocational training
HIV/AIDS youth
Orphans
Students
School club
Orphans
Orphans/School club members
Students
School club members
Orpahns
Students
Street children/School club members
Sexual trauma victims
Students
Students
Students
Orphans
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Vulnerable
No
No
Yes
Yes
No
No
No
Yes
No
No
Yes
Yes
Yes
Yes
Yes
No
No
Yes
Yes
No
No
Yes
No
Yes
Yes
No
No
No
Yes

Extracurricular
Yes
No
No
No
No
Yes
No
No
Yes
No
Yes
No
Yes
No
No
No
Yes
No
Yes
No
Yes
No
No
Yes
No
No
No
No
No

n
45
88
23
7
49
39
31
30
165
35
25
33
21
21
33
77
45
21
32
81
16
27
40
18
9
89
73
54
14

%
3.6
7.1
1.9
0.6
3.9
3.1
2.5
2.4
13.3
2.8
2.0
2.7
1.7
1.7
2.7
6.2
3.6
1.7
2.6
6.5
1.3
2.2
3.2
1.5
0.7
7.2
5.9
4.4
1.1

Table 10.
Descriptive Data for All DAP Scales
n

α

M

SD

Min Max

25%

75%

External Asset Categories
Support

1090 .71

23.36

4.802

6

30

20

27

Empowerment

1124 .61

22.63

4.984

5

30

20

27

Boundaries & Expectations

1125 .78

23.74

4.640

3

30

21

28

Constructive Use of Time

1173 .47

21.23

5.837

0

30

18

25

Commitment to Learning

1090 .67

24.78

4.167

6

30

23

29

Positive Values

1010 .72

22.37

4.420

6

30

19

25

Social Competencies

1104 .66

23.29

4.358

9

30

20

26

Positive Identity

1138 .60

23.75

4.401

5

30

21

27

Personal

1023 .74

23.90

3.890

5

30

22

27

Social

991

.80

23.36

4.182

7

30

21

27

Family

1060 .79

23.99

4.563

1

30

21

27

School

1058 .75

24.34

4.244

9

30

22

28

Community

1040 .78

20.73

5.034

6

30

18

25

External

877

.88

22.74

4.117

9

30

20

26

Internal

789

.89

23.55

3.629

10

30

21

26

Total

625

.94

46.29

7.266

23

60

42

51

Internal Asset Categories

Context Areas

Note. n = the lower bound of the sample, which was used for α.

138

Table 11.
Descriptive Data for All DAP Items
Item
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29

n
1211
1227
1217
1227
1226
1222
1210
1179
1223
1232
1221
1214
1202
1214
1223
1216
1201
1227
1226
1198
1224
1227
1212
1228
1230
1234
1232
1206
1218

Min
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0

Max
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3

M
2.41
2.38
2.39
2.54
2.63
2.38
2.61
2.29
2.14
2.60
2.25
2.52
2.33
2.19
2.34
2.53
2.48
2.43
2.53
2.45
2.31
2.36
2.20
2.07
2.40
2.35
2.42
2.35
2.08

SD
0.751
0.770
0.777
0.662
0.595
0.736
0.604
0.862
1.201
0.665
0.799
0.727
0.800
0.854
0.755
0.661
0.721
0.741
0.694
0.701
0.804
0.782
0.882
1.008
0.834
0.758
0.696
0.744
0.961

Item
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
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n
1224
1232
1216
1186
1204
1224
1224
1211
1229
1230
1225
1225
1223
1231
1225
1221
1223
1226
1210
1214
1221
1220
1229
1227
1215
1218
1227
1226
1235

Min
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0

Max
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3

M
2.07
2.39
2.45
2.30
1.92
1.80
2.06
2.49
2.50
1.99
1.76
1.89
2.42
2.30
2.43
2.40
2.25
2.48
2.20
2.38
2.48
2.25
2.42
2.55
2.37
1.99
2.36
2.31
2.50

SD
0.926
0.759
0.675
0.778
1.055
1.006
0.947
0.715
0.734
1.012
1.106
1.013
0.795
0.807
0.722
0.752
0.833
0.738
0.848
0.792
0.721
0.815
0.749
0.673
0.809
0.938
0.801
0.873
0.706

Table 12.
Correlations between DAP Scales and PYD Measures
MEIM-R

BSCS

GSE

CPI

Total

Explore Commit

Total

NF

MB

EC

.36*

.01

.40*

.35*

.36*

.31*

.26* .23*

.25*

Empowerment .33*

.06

.38*

.36*

.32*

.33*

.25* .28*

.25*

Boundaries &

.31*

-.02

.38*

.32*

.37*

.34*

.25* .27*

.30*

.28*

-.04

.30*

.25*

.29*

.29*

.21* .27*

.26*

.41*

.13*

.43*

.38*

.40*

.40*

.32* .33*

.31*

.39*

.10*

.35*

.32*

.33*

.34*

.25* .27*

.29*

.37*

-.04

.29*

.23*

.29*

.26*

.18* .23*

.26*

Personal

.37*

.00

.32*

.25*

.32*

.31*

.23* .27*

.29*

Social

.42*

.03

.41*

.36*

.38*

.37*

.27* .30*

.31*

Family

.39*

-.02

.36*

.31*

.34*

.29*

.23* .23*

.25*

School

.25*

.00

.34*

.29*

.33*

.31*

.22* .27*

.27*

Community

.41*

.20*

.50*

.45*

.44*

.44*

.35* .35*

.32*

External

.41*

.09

.47*

.42*

.43*

.40*

.32* .32*

.32*

Internal

.44*

.05

.41*

.35*

.39*

.38*

.28* .33*

.33*

DAP Total

.45*

.07

.47*

.41*

.44*

.42*

.32* .35*

.35*

External Asset
Categories
Support

Expectations
Internal Asset
Categories
Commitment
to Learning
Positive
Values
Social
Competencies
Positive
Identity
Context Areas

Note. *p < .01.
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Table 13.
Regressions of DAP Scales on PYD Measures
DV

n

Predictor B
Variable
External 0.220
GSE 999
Internal
0.405
Support
0.151
Empower -0.010
B&E
-0.020
GSE 978
Learning -0.091
Values
0.260
Soc Com 0.145
Identity
0.157
External 0.453
CPI 748
Internal
-0.247
Personal -0.283
Social
-0.064
CPI 735
Family
-0.499
School
-0.226
Comm
1.125
External 0.035
SOC 1123
Internal
0.040
Support
0.002
Empower 0.009
B&E
0.012
SOC 1088 Learning -0.004
Values
0.042
Soc Com 0.013
Identity
0.002
Personal 0.016
Social
0.012
SOC 1104 Family
0.003
School
-0.005
Comm
0.048
External 0.050
EI
1124
Internal
0.024
Note. **p < .001. *p < .01.

SE B

β

t

sr2

0.054
0.062
0.048
0.043
0.050
0.047
0.048
0.050
0.045
0.215
0.237
0.197
0.226
0.171
0.185
0.136
0.007
0.008
0.006
0.006
0.006
0.006
0.006
0.006
0.006
0.007
0.007
0.005
0.006
0.005
0.006
0.006

.187
.297
.144
-.010
-.018
-.075
.235
.126
.135
.131
-.064
-.077
-.018
-.152
-.068
.405
.224
.227
.015
.066
.084
-.023
.286
.089
.011
.094
.074
.022
-.031
.380
.371
.156

4.121**
6.565**
3.112*
-0.235
-0.388
-1.924
5.439**
2.916*
3.486*
2.105
-1.040
-1.437
-0.283
-2.918*
-1.223
8.296**
5.122**
5.186**
0.338
1.559
1.910
-0.608
6.859**
2.157
0.284
2.421
1.593
0.567
-0.806
10.378**
8.826**
3.703**

.013
.034
.008
.000
.000
.003
.024
.007
.010
.010
.001
.003
.000
.011
.002
.086
.019
.020
.000
.002
.003
.000
.034
.003
.000
.004
.002
.000
.000
.075
.052
.009
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R2

Adj.
R2

F

.210

.208

132.3**

.216

.210

38.2**

.008

.005

2.8

.095

.089

15.2**

.181

.180

124.1**

.211

.206

41.3**

.240

.236

69.2**

.253

.252

189.7**

Table 14.
Frequency and Percentage of Level of Assets by DAP Scales
Excellent
DAP Scale

Good

n

%

n

%

Support

503

40.5

383 30.9

Empowerment

363

29.3

Boundaries & Expectations

540

Commitment to Learning

Fair
n

%

Low
n

%

290 23.4

65

5.2

454 36.6

351 28.3

73

5.9

43.5

416 33.5

223 18.0

62

5.0

653

52.6

379 30.5

181 14.6

28

2.3

Positive Values

289

23.3

550 44.3

350 28.2

52

4.2

Social Competencies

420

33.8

497 40.0

281 22.6

43

3.5

Positive Identity

440

35.5

491 39.6

275 22.2

35

2.8

Personal

420

33.8

591 47.6

210 16.9

20

1.6

Social

399

32.2

542 43.7

272 21.9

28

2.3

Family

546

44.0

428 34.5

219 17.6

48

3.9

School

580

46.7

421 33.9

207 16.7

33

2.7

Community

238

19.2

422 34.0

437 35.2

144 11.6

External

340

27.4

542 43.7

318 25.6

41

3.3

Internal

373

30.1

620 50.0

231 18.6

17

1.4

Total

368

29.7

604 48.7

252 20.3

17

1.4

External Asset Categories

Internal Asset Categories

Context Areas
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Table 15
χ2 Tests for Equal Group Across DAP Levels of Assets

DAP Scale
External Asset
Categories
Support
Empowerment
Boundaries &
Expectations
Internal Asset
Categories
Commitment
to Learning
Positive
Values
Social
Competencies
Positive
Identity
Context Areas
Personal
Social
Family
School
Community
External
Internal
Total

Excellent
Obs Res

Good
Obs Res

Fair
Obs Res

Low
Obs Res

df

503
363
540

193
53
230

383
454
416

73
144
106

290
351
223

-20
41
-87

65
73
62

-245
-237
-248

3
3
3

332.0*
262.4*
429.4*

653

342

379

69

181

-129

28

-282

3

704.5*

289

-21

550

240

350

40

52

-258

3

406.8*

420

110

497

187

281

-29

43

-267

3

384.2*

440

130

491

181

275

-35

35

-275

3

407.8*

420
399
546
580
238
340
373
368

110
89
236
270
-72
30
63
58

591
542
428
421
422
542
620
604

281
232
118
111
112
232
310
294

210
272
219
207
437
318
231
252

-100
-40
-91
-103
127
8
-80
-58

20
28
48
33
144
41
17
17

-290
-282
-262
-277
-166
-269
-293
-293

3
3
3
3
3
3
3
3

596.8*
460.0*
472.3*
556.2*
197.9*
409.8*
619.4*
577.0*

χ2

Note. Obs = Observed frequency. Res = Residual. All expected frequencies were 310.3. *p <
.001.
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Table 16.
ANOVA Table of Contextual and Demographic Effects on DAP Total Score
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1128

F
8.276*
0.557
4.830
5.061
3.443
2.212
2.984
2.932
0.002
1.829
0.952
1.457
0.938
0.668
2.076
0.929
0.122
0.675
0.606
0.032
0.858
8.488*
0.305
0.157
4.728
0.020
3.761
4.114
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Partial-η2
.007
.000
.004
.004
.003
.002
.003
.003
.000
.002
.001
.001
.001
.001
.002
.001
.000
.001
.001
.000
.001
.007
.000
.000
.004
.000
.003
.004

p
.004
.456
.028
.025
.064
.137
.084
.087
.963
.177
.329
.228
.333
.414
.150
.335
.727
.411
.436
.858
.354
.004
.581
.692
.030
.889
.053
.043

Table 17.
ANOVA Table of Contextual and Demographic Effects on DAP External Assets
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1127

F
2.687
0.350
6.946*
3.335
1.179
1.111
0.794
2.196
0.422
1.868
0.197
0.927
0.624
0.111
1.861
0.460
0.047
0.168
0.060
0.002
1.931
7.688*
0.113
1.010
4.086
0.196
1.904
4.452
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Partial-η2
.002
.000
.006
.003
.001
.001
.001
.002
.000
.002
.000
.001
.001
.000
.002
.000
.000
.000
.000
.000
.002
.007
.000
.001
.004
.000
.002
.004

p
.101
.554
.009
.068
.278
.292
.373
.139
.516
.172
.658
.336
.430
.739
.173
.498
.829
.682
.807
.966
.165
.006
.737
.315
.043
.658
.168
.035

Table 18.
ANOVA Table of Contextual and Demographic Effects on DAP Internal Assets
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. **p < .001. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1125

F
12.845**
0.750
1.844
4.811
7.170*
1.879
5.125
2.798
0.587
2.189
2.128
1.587
1.218
0.634
1.539
0.194
0.922
0.408
1.375
0.004
0.052
9.731*
0.468
0.072
4.134
0.299
2.351
2.169
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Partial-η2
.011
.001
.002
.004
.006
.002
.005
.002
.001
.002
.002
.001
.001
.001
.001
.000
.001
.000
.001
.000
.000
.009
.000
.000
.004
.000
.002
.002

p
.000
.387
.175
.028
.008
.171
.024
.095
.444
.139
.145
.209
.270
.426
.215
.659
.337
.523
.241
.949
.820
.002
.494
.788
.042
.584
.125
.141

Table 19.
ANOVA Table of Contextual and Demographic Effects on DAP Support Asset Category
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1124

F
8.713*
0.063
3.479
4.799
0.971
0.000
0.561
2.367
1.007
1.992
0.751
1.075
0.206
0.130
1.482
4.547
0.216
0.271
2.005
0.150
1.088
6.095
0.275
0.011
4.685
0.178
3.006
3.227
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Partial-η2
.008
.000
.003
.004
.001
.000
.000
.002
.001
.002
.001
.001
.000
.000
.001
.004
.000
.000
.002
.000
.001
.005
.000
.000
.004
.000
.003
.003

p
.003
.802
.062
.029
.325
.998
.454
.124
.316
.158
.386
.300
.650
.719
.224
.033
.642
.603
.157
.698
.297
.014
.600
.916
.031
.673
.083
.073

Table 20.
ANOVA Table of Contextual and Demographic Effects on DAP Empowerment Asset Category
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1122

F
0.310
2.416
5.063
1.671
0.398
4.770
6.853*
1.785
0.090
0.285
0.714
0.756
0.144
0.133
0.104
0.433
0.423
0.420
0.045
0.125
0.809
5.574
1.708
0.481
6.455
0.032
4.322
1.713
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Partial-η2
.000
.002
.004
.001
.000
.004
.006
.002
.000
.000
.001
.001
.000
.000
.000
.000
.000
.000
.000
.000
.001
.005
.002
.000
.006
.000
.004
.002

p
.578
.120
.025
.196
.528
.029
.009
.182
.764
.593
.398
.385
.705
.715
.747
.511
.516
.517
.832
.724
.369
.018
.192
.488
.011
.858
.038
.191

Table 21.
ANOVA Table of Contextual and Demographic Effects on DAP Boundaries & Expectations Asset
Category
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. **p < .001. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1123

F
20.924**
0.036
5.604
7.991*
2.583
0.866
0.211
2.865
0.032
1.039
0.064
1.513
0.421
0.044
2.790
0.938
0.148
0.317
0.674
1.348
1.435
11.114*
0.113
0.256
6.302
0.871
0.791
11.709*
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Partial-η2
.018
.000
.005
.007
.002
.001
.000
.003
.000
.001
.000
.001
.000
.000
.002
.001
.000
.000
.001
.001
.001
.010
.000
.000
.003
.001
.001
.010

p
.000
.849
.018
.005
.108
.352
.646
.091
.857
.308
.801
.219
.516
.833
.095
.333
.701
.573
.412
.246
.231
.001
.736
.613
.012
.351
.374
.001

Table 22.
ANOVA Table of Contextual and Demographic Effects on DAP Commitment to Learning Asset
Category
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. **p < .001. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1125

F
26.116**
3.263
2.220
6.161
3.858
7.529*
4.226
1.773
2.499
0.236
0.422
1.560
0.171
0.727
2.127
0.589
0.039
1.786
2.502
0.131
0.016
15.202**
0.222
0.000
6.780*
0.052
0.746
2.126
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Partial-η2
.023
.003
.002
.005
.003
.007
.004
.002
.002
.000
.000
.001
.000
.001
.002
.001
.000
.002
.002
.000
.000
.013
.000
.000
.006
.000
.001
.002

p
.000
.071
.137
.013
.050
.006
.040
.183
.114
.627
.516
.212
.680
.394
.145
.443
.843
.182
.114
.718
.901
.000
.638
.994
.009
.820
.388
.145

Table 23.
ANOVA Table of Contextual and Demographic Effects on DAP Positive Values Asset Category
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. **p < .001.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1126

F
0.711
0.571
4.609
0.022
2.474
4.067
14.773**
0.189
0.669
2.244
2.836
1.253
0.889
2.888
0.308
0.038
1.576
0.391
0.328
0.434
0.781
0.005
1.060
0.018
2.718
0.023
2.584
1.888
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Partial-η2
.001
.001
.004
.000
.002
.004
.013
.000
.001
.002
.003
.001
.001
.003
.000
.000
.001
.000
.000
.000
.001
.000
.001
.000
.002
.000
.002
.002

p
.399
.450
.032
.881
.116
.044
.000
.664
.413
.134
.092
.263
.346
.089
.579
.846
.210
.532
.567
.510
.377
.942
.304
.892
.100
.880
.108
.170

Table 24.
ANOVA Table of Contextual and Demographic Effects on DAP Social Competencies Asset
Category
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1125

Partial-η2
.005
.000
.000
.006
.006
.001
.003
.005
.001
.000
.001
.000
.000
.000
.000
.000
.001
.000
.000
.000
.000
.005
.000
.000
.001
.003
.005
.000

F
5.109
0.269
0.497
6.709
6.370
0.683
3.379
5.895
1.637
0.536
0.662
0.360
0.456
0.427
0.317
0.096
1.592
0.011
0.217
0.119
0.004
5.238
0.002
0.496
1.528
3.020
5.421
0.046
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p
.024
.604
.481
.010
.012
.409
.066
.015
.201
.464
.416
.549
.500
.514
.573
.757
.207
.915
.642
.730
.948
.022
.967
.481
.217
.083
.020
.830

Table 25.
ANOVA Table of Contextual and Demographic Effects on DAP Positive Identity Asset Category
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. **p < .001. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1124

F
18.014**
0.135
0.153
5.949
5.226
0.014
0.469
1.068
0.277
2.961
2.279
2.483
0.717
0.007
1.578
1.091
0.061
1.010
3.555
0.003
0.687
8.454*
1.949
0.036
2.504
0.087
2.347
3.635
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Partial-η2
.016
.000
.000
.005
.005
.000
.000
.001
.000
.003
.002
.002
.001
.000
.001
.001
.000
.001
.003
.000
.001
.007
.002
.000
.002
.000
.002
.003

p
.000
.713
.695
.015
.022
.906
.494
.302
.599
.086
.131
.115
.397
.932
.209
.296
.805
.315
.060
.958
.407
.004
.163
.850
.114
.768
.126
.057

Table 26.
ANOVA Table of Contextual and Demographic Effects on DAP Personal Context Area
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. **p < .001. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1124

F
20.028**
1.815
0.324
5.189
8.078*
3.110
2.191
1.027
1.508
0.484
3.006
2.930
0.211
0.691
1.317
1.331
0.582
0.264
0.889
0.003
0.001
3.840
1.925
0.896
1.778
0.781
4.220
2.704
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Partial-η2
.018
.002
.000
.005
.007
.003
.002
.001
.001
.000
.003
.003
.000
.001
.001
.001
.001
.000
.001
.000
.000
.003
.002
.001
.002
.001
.004
.002

p
.000
.178
.569
.023
.005
.078
.139
.311
.220
.487
.083
.087
.646
.406
.251
.249
.446
.607
.346
.959
.982
.050
.166
.344
.183
.377
.040
.100

Table 27.
ANOVA Table of Contextual and Demographic Effects on DAP Social Context Area
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1123

F
8.676*
0.061
4.666
4.074
4.485
0.809
4.993
2.774
0.428
3.300
0.346
0.503
1.334
0.696
1.915
1.575
0.386
0.903
0.697
1.140
0.051
6.769*
0.164
0.004
2.661
0.576
4.130
0.905
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Partial-η2
.008
.000
.004
.004
.004
.001
.004
.002
.000
.070
.000
.000
.001
.001
.002
.001
.000
.001
.001
.001
.000
.006
.000
.000
.002
.001
.004
.001

p
.003
.805
.031
.004
.034
.369
.026
.096
.513
.003
.557
.478
.248
.404
.167
.210
.534
.342
.404
.286
.821
.009
.685
.953
.103
.448
.042
.342

Table 28.
ANOVA Table of Contextual and Demographic Effects on DAP Family Context Area
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. **p < .001. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1123

F
21.689**
0.157
4.016
4.177
2.443
1.043
1.471
2.247
0.038
0.307
0.147
1.301
0.630
0.828
5.219
2.325
0.165
2.144
2.284
0.241
3.808
5.782
0.087
0.670
6.489
0.003
2.828
7.516*
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Partial-η2
.019
.000
.004
.004
.002
.001
.001
.002
.000
.000
.000
.001
.001
.001
.005
.002
.000
.002
.002
.000
.003
.005
.000
.001
.006
.000
.003
.007

p
.000
.692
.045
.041
.118
.307
.225
.134
.846
.579
.702
.254
.428
.363
.023
.128
.685
.143
.131
.623
.051
.016
.768
.413
.011
.960
.093
.006

Table 29.
ANOVA Table of Contextual and Demographic Effects on DAP School Context Area
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. **p < .001. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1125

F
13.719**
5.058
5.465
11.670*
5.443
2.132
4.887
3.207
0.073
1.179
0.006
0.827
0.015
0.314
1.525
0.292
0.339
0.073
2.468
0.017
0.021
15.577**
0.296
1.740
7.425*
0.471
2.921
0.981
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Partial-η2
.012
.004
.005
.010
.005
.002
.004
.003
.000
.001
.000
.001
.000
.000
.001
.000
.000
.000
.002
.000
.000
.014
.000
.002
.007
.000
.003
.322

p
.000
.025
.020
.001
.020
.144
.027
.074
.787
.278
.937
.363
.903
.575
.217
.589
.560
.787
.116
.896
.885
.000
.587
.187
.007
.493
.088
.001

Table 30.
ANOVA Table of Contextual and Demographic Effects on DAP Community Context Area
Source
Vulnerability
Extracurricular
Community size
Gender
Age
School attendance
SES
Age x SES
Age x Extra
Age x Comm size
Age x School Attend
Age x Gender
Age x Vulnerability
SES x Extra
SES x Comm size
SES x School Attend
SES x Gender
SES x Vulnerability
Extra x Comm Size
Extra x School Attend
Extra x Gender
Extra x Vulnerability
Comm Size x School Attend
Comm Size x Gender
Comm Size x Vulnerability
School Attend x Gender
School Attend x Vulnerability
Gender x Vulnerability
Error
Note. *p < .01.

df
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1128

F
3.847
0.111
6.700
0.183
0.081
0.581
8.027*
1.215
2.146
3.016
0.933
1.074
0.408
0.125
0.000
0.014
1.653
0.092
0.226
0.085
1.551
0.972
0.750
0.878
1.711
0.193
0.260
2.373
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Partial-η2
.003
.000
.006
.000
.000
.001
.007
.001
.002
.003
.001
.001
.000
.000
.000
.000
.001
.000
.000
.000
.001
.001
.001
.001
.002
.000
.000
.002

p
.050
.739
.010
.669
.776
.446
.005
.271
.143
.083
.334
.300
.523
.723
.997
.906
.199
.761
.635
.770
.213
.324
.387
.349
.191
.660
.610
.124

Table 31.
Examples of Responses to Asset Cards by Asset Categories and Context Areas
Code

Examples

n

Support

Seeking advice from other people; support

7

from teachers
Boundaries &

Good leadership from the elders;

10

Expectations

introduction of strict laws

Empowerment

Employment opportunities

8

Constructive Use of

Pray hard

1

Providing education; love studying

14

Positive Values

Being responsible; to be willing to do work

11

Social Competencies

Get unity and solidarity; stop peer pressure

5

Positive Identity

Self-worth; confidence

8

Personal

Stop stealing; Self-awareness

22

Social

Stop peer pressure; having cooperation

8

Family

Advice from their parents; parental attention

3

School

Life skills education; love studying

14

Community

The government should give them support

10

Asset Categories
Time
Commitment to
Learning

Context areas
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Table 32
Themes and Responses to Asset Cards Not Coded within the Developmental Assets Framework
Theme

Examples

n

Environmental responsibility

By protecting the environment; planting trees

2

Social Services

Provision of health care; social service like hospitals, schools 7

Countering traditions

By avoiding local beliefs like superstitions; people should

4

stop bad ways of tradition; people should stop female genital
mutilation; people should stop polygamy
Occupational development

Entrepreneurship skills; by giving loans to run different

2

activities
Other

Be punished and sent to jail; stop masturbating*

Note. *masturbation is a controversial topic in Tanzania (Mkumbo & Ingham, 2010).
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Table 33.
Frequency and % of Level of Assets for Vulnerable Youth without Extracurricular Participation
Excellent
DAP Scale

Good

Fair

Low

n

%

n

%

n

%

n

%

Support

88

40.4

58

26.6

57

26.1

15

6.9

Empowerment

65

29.8

77

35.3

65

29.8

11

5.0

Boundaries & Expectations

82

37.6

69

31.7

50

22.9

17

7.8

Commitment to Learning

89

40.8

83

38.1

36

16.5

10

4.6

Positive Values

51

23.4

100 45.9

53

24.3

14

6.4

Social Competencies

70

32.1

86

39.4

52

23.9

10

4.6

Positive Identity

63

28.9

91

41.7

53

24.3

11

5.0

Personal

69

31.7

89

40.8

53

24.3

7

3.2

Social

59

27.1

108 49.5

38

17.4

13

6.0

Family

82

37.6

76

34.9

49

22.5

11

5.0

School

91

41.7

79

36.2

41

18.8

7

3.2

Community

49

22.5

86

39.4

67

30.7

16

7.3

External

59

27.1

94

43.1

55

25.2

10

4.6

Internal

57

26.1

114 52.3

42

19.3

5

2.3

Total

62

28.4

103 47.2

50

22.9

3

1.4

External Asset Categories

Internal Asset Categories

Context Areas
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Table 34.
Summary of Areas for Discussion
Area

Subarea

Description

Empirical

Internal consistencies

Acceptable for all DAP scales except the asset categories.

findings

Convergent validity

DAP scales correlated with all PYD scales.

Interpretative ranges

A disproportionate amount of respondents scored in the “excellent” range.

Contextual/demographic affects

The affects were small. Vulnerability status was the most consistent affect.

Qualitative responses

Many responses fit in the assets framework and other areas were identified.

Correlational

No cause and effect conclusions can be drawn.

Biased sample

A very high % of youth was attending school. The qualitative sample was small.

Ethnocentricity

A U.S. researcher conducted the study in Tanzania.

Translation

Used an intensive three year process including multiple cultural consultants.

Mixed-methods

Qualitative methods helped give voice to local perspectives.

Multiple regions

Included youth from multiple, diverse regions across Tanzania.

Future

Psychometric studies

Factor analytic and item-response theory studies of the DAP.

directions

Intervention studies

Use of the DAP as a measure of change in applied settings.

Swahili studies

Extensions of the DAP for use in other Swahili speaking countries.

Specific factors

In depth investigations of specific factors of PYD that go beyond self-report.

Longitudinal studies

Studies tracking PYD over time within Tanzania.

Qualitative studies

Studies placing a greater emphasis on local conceptions of PYD.

Limitations
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Strengths

Figure 1. Hypothesized prominent relations between internal/external areas and PYD measures.

163

Figure 2. Hypothesized prominent relations between asset categories and PYD measures.

164

Figure 3. Hypothesized prominent relations between context areas and PYD measures.

165

Figure 4. Interaction of extracurricular involvement and vulnerability status for DAP Total score.
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Figure 5. Interaction of extracurricular involvement and vulnerability status for DAP External
Assets.
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Figure 6. Interaction of extracurricular involvement and vulnerability status for DAP Internal
Assets.
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Figure 7. Interaction of extracurricular involvement and vulnerability status for DAP Boundaries
& Expectations.

169

Figure 8. Interaction of vulnerability status and gender for DAP Boundaries & Expectations.

170

Figure 9. Interaction of extracurricular involvement and vulnerability status for DAP
Commitment to Learning.

171

Figure 10. Interaction of vulnerability status and community size for DAP Commitment to
Learning.

172

Figure 11. Interaction of extracurricular involvement and vulnerability status for DAP Positive
Identity.

173

Figure 12. Interaction of extracurricular involvement and vulnerability status for DAP Social
context area.

174

Figure 13. Interaction of vulnerability status and gender for DAP Family context area.

175

Figure 14. Interaction of extracurricular involvement and vulnerability status for DAP School
context area.

176

Figure 15. Interaction of vulnerability status and community size for DAP School context area.
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Good
Excellent
Fair
Poor

Figure 16. Proportion of participants scoring in each DAP interpretative range for the DAP Total
score.
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presented at the Association for Behavioral and Cognitive Therapies 42nd Annual
Convention, Orlando, FL.
CLINICAL POSITIONS
Georgia Regents University
Department of Psychiatry
and Health Behavior:
July 2014 – Present.

Psychology Resident.
Conducted intake assessments, held individual and family
therapy sessions, and facilitated an attention deficit
hyperactivity disorder friendship skills group with children
and adolescents.
Supervisor: P. Alex Mabe, Ph.D.

Charlie Norwood VA
Medical Center:
July 2014 – Present.

Psychology Resident.
Conducted intake assessments, held individual therapy
sessions, facilitated Dialectical Behavior Therapy skills
group sessions, taught trauma orientation classes, and
completed comprehensive personality and posttraumatic
stress disorder assessments with veterans.
Supervisors: Karen Petty, Ph.D. & Nancy Jane Batten,
Ph.D.

Lighthouse Care Center:
July 2014 – Present.

Psychology Resident.
Conducted intellectual, achievement, and behavioral
assessments with youth in a residential treatment setting.
Typical measures include the Weschler Abbreviated Scale
of Intelligence, the Wide Range Achievement Test (4th
edition), and the Behavioral Assessment System for
Children (2nd edition).
Supervisor: P. Alex Mabe, Ph.D.

East Central
Regional Hospital:
July 2014 – Present.

Psychology Resident.
Completed competency evaluations, conducted risk
assessments, held individual therapy sessions, and
facilitated competency restoration classes within an
inpatient forensic unit.
Supervisors: Laurie Ragatz, Ph.D., Holly Tabernik, Ph.D.,
& Jason Henle, Psy.D.

Communicare
(Region II Community
Mental Health Center):
July 2013 – June 2014.

Primary care mental health therapist.
Conducted intake assessments, held individual and group
therapy sessions, and completed treatment plans with a
racially-diverse, rural clients. All clients suffered from
serious mental illness, includingdiagnoses of schizophrenia,
bipolar disorder, posttraumatic stress disorder and
substance use disorders.
Supervisor: Dixie Church, M.A., L.C.S.W.
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Project Head Start:
September 2013 – May 2014.

Mental health consultant.
Observed classrooms at four Project Head Start sites,
assessed mental health referrals, scored disruptive behavior
scales, conducted parent conferences, and provided
behavioral recommendations for staff. Students were
racially-diverse, low income children within a
predominantly rural location.
Supervisor: Alan M. Gross, Ph.D.

Delta Autumn Consulting:
September 2011 – Nov. 2011.

Psychodiagnostician.
Conducted social security and disability assessments
including intellectual assessments, mental status exams,
and structured clinical interviews. Assessments were
completed with racially diverse persons including children
as young as four, adolescents, and adults.
Supervisor: John Young, Ph.D.

Cultural Connections Program:
August 2011 – May 2013.

Facilitator of social support group for international
students.
Led group sessions, planned recreational activities, and
coordinated between the Psychological Services Center, the
University Counseling Center, and the Office of
International Programs. Included international students
from Asia, Africa, Europe, the Middle East, and South
America.
Supervisor: Laura R. Johnson, Ph.D.

The University of Mississippi
Department of Psychology’s
Psychological Services Center:
May 2010 – July 2014.

Individual therapist.
Conducted individual therapy with university faculty and
students, as well as community members. Treated clients
using behavioral therapy, cognitive behavioral therapy,
Acceptance and Commitment Therapy (ACT), and
multicultural frameworks.
Supervisors: Kelly G. Wilson, Ph.D.; Scott Gustafson,
Ph.D.; John Young, Ph.D.; Laura R. Johnson, Ph.D.

Region IV Community
Mental Health Center:
July 2010 – July 2011.

Group therapist in an acute partial hospitalization unit
Planned and led group therapy sessions and recreational
activities. Clients were racially-diverse and were either
transitioning from inpatient care or at-risk for inpatient
hospitalization.
Supervisor: Scott Gustafson, Ph. D.

RESEARCH POSITIONS
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Georgia Regents University:
July 2014 – Present.

University of Mississippi:
October 2010 – July 2012.

Research assistant with the Georgia Prevention Center.
Reviewed and coded focus group data related to after
school program for ADHD and disruptive behavior
disorders in inner-city Chicago. Consulted on parent
training aspects of an intergenerational exercise program
for ADHD.
Supervisors: Eduardo Bustamante, Ph.D. & Catherine L.
Davis, Ph.D.

Research assistant with the Clinical Disaster Research
Center.
Selected and designed assessment instruments to measure
psychosocial adjustment in response to the Gulf Oil Spill,
coordinated assessment efforts with clinical sites, managed
data, communicated on a regular basis with state
department of mental health officials, and designed the
center webpage.
Supervisor: Stefan E. Schulenberg, Ph.D.

August 2009 – May 2010.

Research assistant with the Mental Health Screening in
Mississippi’s Schools: Behavioral Vital Signs
Assisted in data collection in schools across the state of
Mississippi.
Supervisor: John Young, Ph.D.

August 2009 – August 2010.

Research assistant with the Multicultural Lab.
Assisted with research concerning positive development in
diverse youth from East Africa.
Supervisor: Laura R. Johnson, Ph.D.

West Virginia University:
January 2008 – May 2009.

Undergraduate research assistant.
Entered data and explained consent forms to participants
for a study comparing performance on a computerized task
to anxious and depressive symptoms.
Supervisor: Tracy L. Morris, Ph.D.

REVIEWING AND EDITING
Edited Book Chapter: Bullying chapter for forthcoming Foundations of Behavioral, Social, and
Clinical Assessment of Children, 6th Edition, Jerome M. Sattler.
Ad-hoc reviewing for the American Journal of Orthopsychiatry and Ecopsychology.
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ACADEMIC POSITIONS
General Psychology,
University of Mississippi
August 2012 – May 2013.

Graduate instructor.
Designed and presented lectures, assessments, and
activities on a wide range of psychological topics to classes
of 80-100 students.

Abnormal Psychology,
University of Mississippi,
Grenada Campus
August 2012 – December 2012.

Graduate instructor.
Designed and presented lectures, assessments, and
activities on a wide range of psychological topics to classes
of approximately 20, mostly non-traditional students.

Learning,
University of Mississippi,
Grenada Campus
January 2013 – May 2013.

Graduate instructor.
Designed and presented lectures, assessments, and
activities on a wide range of psychological topics to classes
of approximately 20, mostly non-traditional students.

Environmental Psychology
in Tanzania,
University of Mississippi
January 2013.

Teaching assistant.
The primary chaperone for six undergraduate students
traveling roundtrip from Memphis, TN to Moshi, Tanzania.
Led discussions of articles, managed behavioral issues, and
coordinated travel while in Tanzania for two and half
weeks.

Intercultural Communication:
Predeparture,
University of Mississippi
January 2013 – May 2013.

Graduate instructor.
Lectured, led group activities, and conducted cultural
assessments for students preparing to study abroad for a
semester or year. Topics included the acculturation process
and cross-cultural communication.

Intercultural Communication:
Re-entry,
University of Mississippi
January 2013 – May 2013.

Graduate instructor.
Lectured, led group activities, and conducted cultural
assessments for students returning from studying abroad for
a semester or year. Topics included re-entry stress and selfcare.

AWARDS

______

College of Liberal Arts Graduate Student Achievement Award
February 2014.
University of Mississippi
John and Lillian Wolfe Graduate Student Achievement Award
February 2012.
University of Mississippi, Department of Psychology
Order of Augusta
May 2009.

West Virginia University
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Phi Beta Kappa Society
May 2009.

West Virginia University

Neil S. Bucklew Scholar
August 2005 – May 2009.

West Virginia University

SERVICE___

______

Clinical Psychology
Faculty Meetings
University of Mississippi
September 2013 – Present.

Student Representative
Attended monthly clinical faculty meetings. Voiced student
concerns and provided a graduate student perspective on
policy decisions.

Out of the Darkness
Community Walk
University of Mississippi
August 2011 – November 2011

Planning Committee Member
Met with the planning committee weekly to help organize a
fundraising walk to benefit the American Foundation for
Suicide Prevention.

MEMBERSHIP IN PROFESSIONAL ASSOCIATIONS
Association for Behavioral and Cognitive Therapies (2009-present)
American Psychological Association (2009-present)
Association for Contextual Behavioral Science (2012-present)
CERTIFICATIONS

____________________________________

Provisionally Certified Mental Health Therapist (2013)
American Red Cross Psychological First Aid (2011)
American Red Cross Psychological Foundation of Disaster Mental Health (2011)
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